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This work presents an evaluation of the Chilean Public Policy for quality assurance in 
higher education. Such an evaluation is justified by the need to determine if the quality assurance 
processes have a particular role in generating spaces for inequality, and in portraying possible 
manifestations of a global policy in a local setting.  
This dissertation is organized as follows: first, it focuses on the historical inequalities 
present in Chilean society and its education system, which are observable in the performance 
results of higher education institutions; second, it focuses on the influence of global policy 
education discourses in the national scene, by analyzing to what extent this global policy shapes 
the local ones.  
Results are obtained on the basis of a case study analysis based on the Policy 
Performance Analysis approach developed by William Dunn (2011). This approach was chosen 
to portrait the historical process of the quality assurance policy and to trace the evidence for 
inequalities in the system. The analysis considered textual sources related to quality assurance 
policies. These documents were analyzed using Rizvi and Lingard's (2010) policy analysis 
perspective in order to identify the allocation of values, question the main conceptions within the 
texts, and compare their evolution over time.  
The case study draws upon several methodological techniques and sources to structure a 
perspective about the performance of the public policy from the 1990s to the present. By 
analyzing the Chilean universities ranking, the policy documents in different historical periods, 
and three cases of bankrupt universities, the case demonstrates how the quality assurance system 
has affected institutions and students in a vulnerable position. Thus, the latter is a sign of a 
functional quality approach of the policy and deficient state regulations, instead of a more 
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substantive concept of quality. Consequently, this study concluded that the Chilean quality 
assurance policies have been unable to overcome the inequalities already present in the Chilean 
higher education system.  
Through the analysis and its results, this research seeks to contribute to a deeper 
understanding of public policy as an instrument to overcome inequalities, as well as an 
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Chapter 1: Introduction: Global education topics deploy on Chilean sphere 
“Quality -- you know what it is, yet you don't know what it is. But that's self-contradictory. But some things 
are better than others, that is, they have more quality. But when you try to say what the quality is, apart 
from the things that have it, it all goes poof! There's nothing to talk about. But if you can't say what Quality 
is, how do you know what it is, or how do you know that it even exists?” (Pirsig, 1984) 
 
This research provides an evaluation of a public policy in Chile oriented to develop the 
national system for quality assurance in higher education. This evaluation aims to connect the 
origins, transformations, and current state of a public policy from the perspective of inequality, 
that is to say, to establish if this singular case of a public policy contains factors that generate 
inequalities among institutions or their students during this period of time. This evaluation is 
structured under three main arguments. The first argument is based on the key starting point that 
the history of Chilean education is deeply rooted in a history of inequality. The second argument 
is, due to the argument above, we can suppose that manifestations of this inequality exist both in 
the articulation and development of public policies. Based on this thought, this study seeks to 
comprehend if expressions of inequality in the construction or execution of this public policy 
exist in a set period of time and with a specific public policy. The third argument is that quality 
assurance is a result of a global policy, and since its creation as a public policy, it has undergone 
important changes, which make it necessary to analyze its development and implementation.   
It is important to clarify, that from this perspective it is understood that the main 
objective of quality assurance is not to face inequality; however, from the point of view that is 
presented, the goal is to identify if the quality assurance processes have a particular role in 
generating spaces for inequality. In general, from this perspective it is possible to portray 
possible manifestations of a global policy in a local/national setting, and in part, to observe the 
tensions and effects of these policies in spaces that are not common objects of analysis. 
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This evaluation aims to articulate through case study methodology, different types of 
sources, which allow us to describe aspects of policy performance for this period. For the 
construction of this case, mix-methods gathered from different sources will be used, for instance, 
a cross-analysis between an important national ranking of quality and a typology of universities, 
a content analysis about the foundations of the law for quality assurance in higher education and 
its thereafter development, and a content analysis on the quality assurance process of three 
universities that are currently involved a bankrupt process and closing. The analysis of these 
different sources as part of the case study, allow for the appreciation of the manifestations of a 
public policy in different scenarios, and to comprehend its development, coherence, and 
limitations.  Finally, the results of the previous analyses will be articulated under the Policy 
Performance Analysis model, proposed by William Dunn (2011), which will be described in 
detail in Chapter 3. 
In addition, I want to recognize that this work has an important component of experience 
and personal vision from my participation as part of the staff of the National Commission for 
Accreditation in Chile (CNAP-CNA Chile), where I had the opportunity to learn about different 
institutions’ realities, different types of institutions (universities, professional institutes, technical 
training centers), the context of higher education and quality assurance in different regions of the 
country, the different disciplines and academics in relation to accreditation, and even participate 
in international events for training in evaluation. After this period, I started to work as a 
professional and specialist in quality assurance at a private university, where I had the 
opportunity to observe the other reality of quality assurance evaluation, the relationship between 
higher education institutions and state, recognizing at the same time the internal challenges and 
changes implicated on the quality assurance processes. 
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During the period I worked for the national agency of quality assurance in higher 
education, I had a privileged position in terms of access to particular knowledge and information. 
From this position, it was possible for me to see directly, on the one hand, the frictions and 
difficulties of the system, and on the other hand, to see the weaknesses and mistakes of the 
institutions' internal policies, and of the accreditation reports developed by them. The first lesson 
I had in regard to this process, as part of the staff of the commission's office, was to internalize 
that the national agency has a mandatory mission as a public institution to focus its processes in 
benefit of the students and their families, pursuing, from this perspective, to strictly scrutinize 
and always uphold procedures during the evaluation processes. From this point, the system was 
focused on establishing a critical view and always alert to situations that could reveal possible 
fraud or misinformation. Also, I was able to observe different aspects of the education system 
and quality assurance, which depicted differences in how the state established preferences in its 
relationship with institutions, aspects that on a major or minor level, favored or impeded its 
potential to evaluate quality correctly and generate improvement.   
In relation to the above, it is important to highlight an important characteristic of the 
Chilean public system, which is based on an organizational culture that must abide by rules and 
how these rules have an important punitive character. This cultural characteristic is usually 
portrayed in phrases such as "the public system can do its work within what is allowed by the 
normative; the private system can work in spaces that are not regulated by the normative".  This 
statement depicts that there is an embedded character of scrutiny and control within the state 
administration spaces, and from there, there is a perception of the private sector as a space 
outside of the normative, where fertile spaces for actions out of the control of legality exist. 
Considering these aspects, one of the main focuses contemplated in quality assurance was the 
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conception of verification, to observe in situ and through the participation of peer evaluators, if 
institutions' reports were reflecting a real state, development level, human resources, facilities, 
and their projections for improvement. This evaluation was more exhaustive in the case of 
institutions not regulated by the state, or out of the circle of the traditional institutions, or less-
known institutions, or those with a multiplicity of campuses or programs.  Before this research, 
my beginner impression about evaluation for accreditation was that the application of the 
normative rules effectively allowed irregularities to be detected. Also, during the experimental 
accreditation processes period, there was a sense of exchange similar to an academic community 
with a better flux of knowledge oriented to institutional development. However, when the law 
that created the system for quality assurance in higher education (No 20129) became the main 
regulation paradigm, the norm experimented with a perspective closer to the state’s, open to 
private agencies and became more punitive. 
In relation to the above, I want to mention other aspects that are clearly observed by a 
participant in the system. It is important to note that some of these observations have been 
portrayed as part of results of previous analysis and research. A first observation into the system 
is that the state and the Chilean education system have favored universities by making them the 
main focus of higher education reforms. Also, the government and educational system have 
traditionally encouraged students in school to pursue professional education in universities. In 
Chile, the attainment of a university degree implies an important effort and it is considered a 
valuable achievement. However, this has generated unequal competition within the market with 
other institutions. Technical education has been segregated over the years, producing 
discrimination, lack of work and low value being placed on technical professionals. In relation to 
this, the OECD (2017) reports that: 
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Chile has one of the highest average graduation ages of all OECD countries, at 28, while 
students enroll at the age of 22 on average. The age difference between graduates and 
entrants reflects the duration of the programme and the strong focus of long first degrees 
in the education system. (p.68) 
Another observation, is that the older universities that focus on research, which make up 
part of the group of traditional universities (CRUCH, 2018), are in most cases universities with 
better access to resources, better quality, and those which accept students with better scores on 
the college placement test, which imply in general, students from higher socioeconomic levels 
(Espinoza, 2007, pp. 277–283). According to Iván Salinas,   
the paradox of inequality is that students from private schools, as result of selection, have 
access to public and state universities. But, those students from public schools, have no 
choice but to access to private higher education institutions, usually by acquiring a debt 
that perpetuates inequality. (F. Guzmán, 2016) 
A third observation to highlight is that before tuition-free higher education was 
implemented (subsidized demand), university education was considered expensive, which 
established economic restrictions on students’ decisions to choose a determined institution or 
academic program (Guzmán-Valenzuela, 2016, p. 8). In the same vein, according to the OECD 
(2017), “public institutions in Chile charge the second highest tuition fees in the OECD after the 
United States (USD 8202), which contrasts greatly with the fact that about one-third of OECD 
countries with available data, have no tuition fees for bachelor’s or equivalent degrees in public 
institutions” (p.3). It is important to recognize, that this factor might have changed considering 
the free-tuition policy, however its implementation is too recent in order to evaluate its effects.  
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As a fourth observation, it is important to mention that non-university institutions, such 
as professional institutes and technical training centers, have a very low participation rate in the 
accreditation system. According to the website for higher education information, mifuturo.cl 
(2018), in Chile there currently are 126 autonomous higher education institutions, of which 81 
are accredited (64.3%). Among this group of non-university institutions, the percentage of 
accreditation is lower than 50% (Ministerio de Educación de Chile, 2018a). 
A fifth important observation is that the students that finish tertiary education have better 
employability and better salaries. This coincides with the analysis of the OECD (2017), where 
“employment rates rise from 69% for 25-34 year-olds with an upper secondary qualification to 
85% for those with a tertiary degree”, on the other hand “Chile’s employment rate for young 
adults with an upper secondary education is 7 percentage points below the OECD average, while 
it is 3 percentage points above the OECD average for tertiary-educated young adults” (p.4).  
Also, these differences are similar in terms of graduate degrees, in this case the OECD (2017), 
reports that “holders of a master’s, doctoral or equivalent degree earn close to four times as much 
as those with an upper secondary education (372% more) – the highest earnings advantage 
among countries with available data” (p.1).  It is important to add that students that graduated 
from prestigious institutions have better access to work positions and salaries. Until a few years 
ago, positions offered by some companies explicitly required that students graduated from a 
specific group of institutions. This contrasts greatly in regard to the best students of public 
schools or those from a low socioeconomic background, because they often obtain lower scores 
on the college placement test, which is a result of not receiving enough content in school and by 
the low expectations in socio-cultural context (Palma, 2012, p. 24). 
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Another important observation is that in the market of higher education, institutions 
utilize regular marketing strategies for advertising and promotion. Differentiation is one of the 
most common strategies, which is often part of messages such as prestige, tradition, academic 
excellence, better academics, facilities, and the like. Quality was transformed into one of these 
differentiation aspects, considering that this characteristic is provided and supported directly by 
the state. It is important to point out that these practices are accepted and are a consequence of 
the development of education policies highly oriented to the market, characterized by high 
competition among institutions, school choice, and privatization  (Bellei, Cabalin, & Orellana, 
2014, p. 427).  
Finally, as a last observation, it is important to highlight that Chile has the most 
privatized education system in Latin America, and in the case of tertiary education, according to 
the OECD (2017) private participation has reached 64%, in contrast with the average among 
OECD countries, where public institutes dominate with a70% participation rate. 
Through the observations mentioned above, it is possible to appreciate inequalities at the 
higher education level and the presence of a differentiated access to quality, both for institutions, 
in relation to how they negotiate with the state apparatus, and for students, in terms of the 
possibilities for them to access a quality institution. From my perspective, there are institutions 
that provide better access to benefits and privileges, and this has a positive impact on their 
students. In the same way, the opposite phenomenon occurs, producing exclusion and 
inequalities.  It is important to recognize that when we talk about barriers to access to quality, we 
immediately talk about a process of educational exclusion, where there are systemic conditions 
that, beyond economic barriers, generate differences to enter into the system. 
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In general, the main objective of this dissertation is to evaluate the performance of a 
specific public policy in a national context, and from a close reading of its historical 
development, practices, and results, to obtain on the one hand, a dynamic look at the past and 
present state of this policy, and on the other hand, to detect if during this period of between 1990 
and 2019, quality assurance in higher education presented inequalities in its view about 
institutions. 
As a contribution, this study takes an exploratory glance at the intersection of a particular 
group of factors, education and inequality in Chile, the history of a public policy, the positioning 
of institutions, the failure of quality in bankrupt institutions, and the like. From this point of 
view, this study hopes to better understand the impact of a global policy in a national context and 
to define who are the participants in the construction of the discourse of quality. At the same 
time, and considering that quality introduces a view of standardization, accountability, control, 
and efficiency in the educational context (Cabalin, 2015, pp. 1–2), I consider it important to 
problematize the concept of quality from the perspective of allocation of values developed by 
Rizvi & Lingard (2010). These authors consider that ambiguous concepts and subject to 
interpretations exist in public policy development and that in the process of a change, a public 
policy can be redefined according to the dominant social imaginary to legitimize it (p.36-37). 
From this perspective, these authors state that public policy analysis is a necessity to comprehend 
processes and their effects as a contribution to social change (p.50).  
Finally, considering the above, the main hypothesis is that a change, probably related 
with the law for the quality assurance system, existed, where the law had transformed the system 
and the focus on quality. The main question for this study is: What factors in public policy that 
are related to inequality affect the results of universities in the system of quality assurance in 
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Chile? Starting from this question, there are questions developed for each of the different 
proposed sources. In the case of ranking analysis: What are the characteristics of the university 
system in terms of quality during the defined period? How is inequality represented in this 
structure?  For the analysis of the law and related documents: What content or values seen during 
the three periods (institutional development, experimental accreditation, and national quality 
system) imply an effect of inequality for institutions? Finally, for the cases of bankrupt 
institutions: What disadvantaged characteristics do these institutions present? What aspects of 
their closing process can be attributed to inequalities in the system? 
In relation to these questions, despite the proposed sources can be seen as non-linked 
factors, it is possible to understand its direct relationship with higher education. The purpose for 
this variety of sources is because allows exploring common aspects between them in relation to 
higher education, which can be not easy to distinguish by analyzing them as separate topics.  
To answer these questions is also important to understand how these sources have a 
representation of the global in the local context, which also can be perceived as disconnected. 
However, is possible to trace the representations from the international sphere into the Chilean 
higher education by understanding current issues on public policy, inequality, rankings, and 
quality assurance. 
Public Policy in a Global Context 
When discussing the establishment of a public policy, the text as the existence of a reality 
that transcends a legislative document needs to be considered. A production process is described 
in which a context and a temporality are articulated, where there are integrated struggles and 
compromises, that as is mentioned by Rizvi & Lingard (2010), often disappear from the written 
text, and where the construction processes of a policy are significative and “refer to the 
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chronology of an issue coming onto the policy agenda, the construction of a policy text, its 
implementation and sometimes evaluation” (p. 14).  These authors recognize the existence of 
tensions that affect these processes and legal texts, where in recent years the global discourses 
have gained an important influence in the particular contexts where these laws are produced. 
International and supranational organizations, such as the OECD, World Bank, and PNUD, are 
part of organizations that spread these globalized discourses, which have acquired an influential 
position in the reconstitution of nations and states. This establishes as manifestation that the 
discourses and pressures for the execution of political agendas emerge from institutional and 
coordinating organizational spaces beyond geographies and wills of nations. They operate 
through the articulation of global discourses and local political agents, affecting production 
models and change in current public policies.    
In the education field, this has been widely described by Lingard, Rawolle, & Taylor 
(2005), who established the emergence of a global policy field in education. In regard to this 
idea, these authors explain that in relation to the structure, scope, and function of educational 
policy, it is necessary to recognize an emergent global policy space, where it is important to 
understand two challenges: on the one hand, to comprehend that a national policy has multiple 
dimensions and levels, and overall a global character under the influence of international 
agencies, while on the other hand, to also comprehend that the autonomy of the field in education 
policy has been reduced and subordinated at the same time, by the economic policy (p.760-761). 
These challenges invite us to understand these forces in tension and to establish a view about 
how the discourses of global policy and the particular interests of national policymakers are 
articulated into a political agenda. 
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These factors also have a link with another global trend: the massification of higher 
education. According to Carolina Guzmán-Valenzuela (2016), the massification has generated 
changes in the system that intervene on three main aspects: 1) the purposes and benefits of higher 
education for the people and as a public good, 2) the offer, the costs, and the funding sources of 
higher education, and 3) the resultant tensions in the relationship between access to higher 
education and quality (pp.2-3).  In relation to this last point, Guzmán-Valenzuela establishes that 
there is access to quality that is differentiated, and only a few students have access to quality 
education in the best universities. The stratification of the system, the differentiation of 
institutions, and the global tendency of some countries to position their institutions into the 
rankings of world-class universities, creates differences on resource delivery, access to quality, 
and the establishment of second-class institutions (and maybe more stratification as this study 
explores) (p.3).   
In relation to the information above, it is unavoidable to recognize the impact of the 
neoliberal imaginary in Chile, and its effects on the context of national higher education. In 
regard to this, Brunner (2015) considers that there was a major change within the higher 
education system during the transition process from a Benefactor State to a neoliberal policy and 
Subsidiary State, which was implemented by the military dictatorship between 1980-1989 (Jose 
Joaquín Brunner, 2015, pp. 83–84).  This political and economic transformation is also described 
in detail by David Harvey (2006), who assesses that a new system was established in complete 
absence of opposition, and describes the country’s situation as "the first experiment with 
neoliberal state formation" (p.7-119). Within this period, a strong privatizing logic was also 
installed, with a free and non-regulated higher education market, an indiscriminate creation of 
institutions and programs that, despite having developed more access to higher education, 
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sparked part of the initial massification, the increase of regulations, and finally the quality 
assurance system.      
Finally, considering the impact of these global tendencies, this project seeks to 
understand the changes in time of the national policy of quality assurance, identifying contents, 
actors, and results in a defined period of time, keeping in mind the tensions within the system, 
the differentiation of institutions in the ranking, the variations of the public narrative about 
quality, the corruption cases, and the cases of institutions in bankruptcy. 
Inequality 
In the analysis developed by the economist Javier Rodriguez (2017) about The Political 
Economy of Income Inequality in Chile since 1850, the author describes that: 
[i]nequality has always been a matter of concern in Latin America. Many believe that 
inequality is the most important obstacle to development and Chile, often called an 
economic success story, is one of the most unequal countries in the region. (Rodríguez, 
2017, p. 43).  
This phrase is part of a common discourse currently in Chile, where international 
organizations such as the World Bank, PNUD, and the OECD have continuously highlighted the 
differences in economic income and access, including the quality of services as a new variable 
into the equation. In addition, Rodriguez also mentions that “there are social and political 
relations between individuals and groups, as well as a state that can—and usually does—
intervene not only in market exchanges, but in what can be called— broadly speaking—the 
distributive conflict.” (Rodríguez, 2017, p. 45). 
Considering the tensions mentioned before, massification and economic inequality, José 
Joaquín Brunner (2015) adds a particular detail to the phenomenon of inequality in higher 
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education, where the historical aspects of social class differentiation in the country reemerges. 
The author analyzes the historical process of the higher education system and its tendency to 
massify, and during this process, the gross enrollment ratio, which he calls, an elite access (5% 
to 15%, between 1960 to 1985), towards a mass access (15% to 52%, between 1985 to 2007), 
and finally towards universal access (52% to 72%, 2007 to 2012) (Jose Joaquín Brunner, 2015, 
pp. 38–39). After the massification process, Brunner explains that enrolment expansion 
developed as stratified access in cascades of students from different quintiles, where the first 
cascade was made up of benefited students from privileged families and then the benefits were 
extended to disadvantaged families. However, Brunner complements the above, affirming that,  
the interpretation of the Chilean process needs to be complemented with Lucas’s 
hypothesis of effectively maintained inequality (EMI), which states that the higher groups 
of the cascade are conditioned to assure that their descendants access the highest 
education level available, which is referred to as maximally maintained inequality 
(MMI), and then once all their descendants have access to MMI, they can then begin to 
work on better quality education within this same cascade (p. 44-45).  
According to the author, this process also has a representation in higher education 
institutions, where the cascade operates in the same manner, and the institutions with higher 
hierarchy have access to better academic selection (scores on college placement test) and a 
selection process that is academic and social (p.45).  From this point, it is possible to appreciate 
that access to less selective institutions is usually associated with students with lower social, 
cultural, and economic capital. 
Considering the aspects of social inequality represented at the institutional level and 
students’ levels in terms of access to quality, I think is possible to articulate an alternative 
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analysis to establish connections between institutions' stratification in terms of quality, and the 
narrative built by the system in relation to quality. I think through the proposed sources, it is 
possible to detect the presence of factors where quality benefits determined institutions and 
social groups, generating what can be called secondary inequality (access to quality), considering 
that primary inequality is that which is related to access to education. 
Rankings and the Chilean Higher Education Context 
The use of rankings in higher education has expanded considerably over the last decade 
and the development of global rankings of universities has proven to be of specific importance to 
the international academic community. Regarding this widespread development of rankings, 
many authors have concentrated their support or criticism on the deep impact of these 
measurement instruments in the global knowledge economy in relation to neoliberalism and the 
corporatization of the universities. Considering the global scope of this issue and despite the 
large amount of data available in global terms, there is limited information, specifically case 
studies, related to the consequences of these rankings on national systems of higher education, 
particularly in the Global South.  
In the case of Chile, the studies related to rankings are limited, and there is no report or 
study related specifically to the analysis of ranking results. This is important considering the 
country has been characterized as one of the most unequal economies in socio-economic terms 
by international organizations, such as the OECD (2014). Inequality has an important impact on 
Chilean higher education. The Chilean Congress published a report in 2012 called “Retrato de la 
Desigualdad en Chile” (Portrait of Inequality in Chile) which established a diagnostic about the 
most important factors that contribute to inequality in the country. The report summarizes the 
most significant effects of inequality in terms of human development, where the main topics are 
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related to income and poverty, education, territory access and mobility, health, precarious labor 
conditions, and citizens’ security (Congreso Nacional de Chile, 2012). In particular, this report 
includes a whole chapter related to higher education as one of the main fields affected by 
inequality. The principle difficulties mentioned are related to the inequality of academic 
offerings, access, and the low social and cultural capital of poor students (Congreso Nacional de 
Chile, 2012, pp. 59–74).  It is important to highlight that the report has a perspective which 
frames inequality problems in the context of the market, establishing that the base conditions of 
inequality in this scenario are the academic offerings of poor-quality institutions and the 
educational demand of poorly prepared students. 
An important factor to bring to these issues in the Chilean higher education context is that 
it is first important to understand higher education diversity. Two main factors are critical in 
relation to institutional diversity in Chile: first, the development of awareness about institution 
diversity and how it is an important asset for the higher education system, and second, the 
possibility of installing concepts of quality and creating formation criteria in this context 
(Lemaitre, Zenteno, Jara, & Pacheco, 2016).  According to Lemaitre et al. (2016), the national 
system of higher education has endured many changes, which has resulted in two main 
phenomena: the expansion of enrollment and the diversity of institutions. In relation to the 
diversity of institutions, the authors highlight that “the system currently has 162 higher education 
institutions, among which 60 are universities, 44 professional institutes, and 58 technical training 
centers. Among the group of universities, 16 are state institutions and 44 are private universities” 
(p. 30). 
In relation to structural diversity, these authors note that beginning in 1981, higher 
education became more diverse due to the inclusion of private institutions into the system and 
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the division of the main state institutions into regional universities. This reform established the 
basis of the current system, which divided the 2 main state universities into 16 state institutions 
along the country, 6 private institutions created before 1981, and 3 universities created by the 
Catholic University of Chile dependent from Catholic Church. These 25 institutions are referred 
to as the “traditional institutions” and are associated with the “Consejo de Rectores de 
Universidades Chilenas, CRUCH” (Council of Chancellors of Chilean Universities), receiving 
most of their funding from the state. The other group of 35 private institutions does not have 
direct funding from the state. In general, the system is funded privately, and the families are the 
main source of funding, which are collected through enrollment fees and tuition. According to 
these authors, the public contributes 25% of the total expenditure on higher education, which is 
4.6% of the GDP (The World Bank, 2013).  
According to Améstica, Gaete, & Llinas-audet (2014), during the education reform in 
1980 in Chile, all market regulations were unlocked, which allowed for private institutions to 
increase their participation in the Chilean higher education system, and the supply-demand 
market rule. Indeed, by then, funding was concentrated in only a few institutions and territories, 
creating initial advantages that favored competitive development in terms of production, access 
to funding, and the like. This has generated different levels among institutions within the 
CRUCH, which represent initial advantages that favor some institutions. This means that in a 
context with “horizontal policies which favors competitiveness, these advantaged institutions are 
in better conditions to compete and produce, with exclusive access to funding, supported by their 
trajectory, their human capital, research capability, social capital, facilities, and an institutional 
matureness.” (Améstica et al., 2014, p. 385) 
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These institutions have improved their internal processes, staff, curriculum, professors’ 
credentials, and because they have privileged access to funding they can continue to improve. 
These prestigious facilities are also selective institutions, which also provides them access to the 
top students in the country, increased enrollments, and ensured sustainability. As Améstica et al. 
(2014) point out, “this creates a vicious circle based on an unequal historical distribution, where 
state funding is a determinant factor of this segmentation” (p. 385). In relation to this, these 
authors recognize that ranking position has an important influence on state funding, public policy 
design, and evaluation in higher education. 
In relation to classifications, the Chilean academic and former Minister of Education 
(1994-1998), José Joaquín Brunner (2013), has summarized several efforts to create higher 
education groupings, including those categories coined to the Chilean system. In his overview, 
Brunner (2013) demonstrates how classifications have different purposes and audiences. For 
instance, regarding the government, classifications are the frame that justifies how funding 
should be oriented and distributed among institutions. Inspired by Pierre Bourdieu’s work, 
Brunner (2013) explains how and to what extent differences have grown within the Chilean 
higher education system throughout the years:  
within the field or social space of higher education, where institutions are displayed 
hierarchically according to the volume of their accumulated capitals (first symbolic, in 
terms of prestige, and then economic, social, cultural and academic), this classification 
imposed and maintained by the 25 CRUCH universities (above all by its original nucleus 
of the eight traditional universities, followed by an outer ring consisting of fourteen 
derived state universities and another, more recent, of three derived regional Catholic 
universities) contributes to the reproduction and reinforcement of this hierarchy in 
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political, bureaucratic, market and communication terms, and thus their position of 
dominance and subordination within this field, together with its concomitant advantages 
and disadvantages. (p. 120) 
Therefore, Brunner clearly unravels that a given position of universities within the 
Chilean higher education system has been structured into power hierarchies historically 
inherited, where groups of institutions have ensured strategic positions in order to obtain 
competitive advantages. A better strategic position in the context of Chilean higher education 
guarantees institutions access to funding, prestige, resources, grants, and most of the benefits of 
the education market. 
It is important to understand that both, Améstica et al. and Brunner, recognize the 
importance of classifications and rankings, since these information sources can be very helpful in 
understanding the higher education system and as sources of public information. However, 
considering the impact of these classifications on resource destination, it is important to 
understand what kind of characteristics play a role in Chilean universities that have initial 
advantages. These advantages can be defined as characteristics or benefits that provide a head 
start in a competitive environment and which determine growing gains over time. In this 
scenario, these advantages establish an unequal competitive structure, where elite and historical 
institutions have priority access to benefits. 
  Another aspect mentioned by Améstica et al. (2014), and which is related to the initial 
advantages and the historic hierarchies described by Brunner (2013), is the geographic location 
of institutions. The inequalities regarding the nature of the institute, funding, prestige, and the 
historical hierarchies described by Brunner are reinforced by geographical features as well. 
There is an unequal distribution of state funding that affects some regional universities, since 
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these institutions receive limited resources and also compete in unequal conditions in several 
areas, such as enrollment rates, scores on placement tests, the socio-economic level of students, 
and other factors like these. 
Considering the above, despite the fact that the country has been internationally identified 
as one of the most unequal economies in the world (Gini index by OECD, World Bank, CIA), 
the role of Chilean higher education has been discussed more in relation to students (access and 
opportunities) than in relation to the inequalities rooted in the institutions. Although the topics 
related to initial advantages, historical hierarchies, and higher education locations have been 
largely reviewed in international research; there is not much literature about these factors in the 
Chilean higher education context. As such, the study about Rankings implies a good source of 
information by exploration of links between ranking results and inequalities in the Chilean 
higher education context.  
Quality assurance policy in Chilean higher education 
Both higher education and quality assurance have transited through a moving scenario 
over the last 20 years, where it is possible to observe that quality has developed different roles, 
as a symbol of virtue, as a public credential, as a market value, and the like. In this scenario, 
there were institutions that participated in these processes with privileged access from the first 
stages, and as result, they were strengthened by the acquisition of new know-how, 
improvements, funding, and prestige. In the same manner, there were other institutions that enter 
later in these processes, but still were able to acquire the necessary tools to launch their 
development. Finally, there were other institutions that did not obtain the expected benefits, and 
where the process represented a high investment with limited results. 
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In the historical development of the quality assurance system, it is possible to distinguish 
three main periods: the development of institutionality (1991-1998), the experimental 
accreditation processes (1999-2006), and the creation of the national quality assurance system 
(2006-current). This historical continuum began with the establishment of international 
agreements as the World Declaration on Higher Education for the Twenty-First Century 
(UNESCO, 1998a) and the Bologna Declaration (The European Higher Education Area, 1999).  
From these two sources, which represent the first visions of a new higher education, an important 
debate about equity, cooperation, mobility, and knowledge was established. One important 
strand in these agreements was the notion of a more responsible society through higher 
education, and from there, the need to control the quality and the revision of institutional 
procedures. These aspects found fertile land in Chile, where the system was experiencing the 
results of two massification processes, institution proliferation in 1989, and after 2000, the 
campus proliferation (Bernasconi & Rojas, 2003, pp. 146–152). 
Although the system developed at a constant rate at the beginning, demonstrating 
important results and participation, the after results have been obscured by a sequence of facts, 
both internal and external, that have affected the perception of the national commission for 
accreditation in the public sphere. The most important event that affected the public image of the 
system was the case of corruption that involved an important member of the commission (J. A. 
Guzmán, González, Figueroa, & Riquelme, 2014). This case showed a serious internal control 
deficiency in the system, which affected the probity of a well-renowned evaluation framework. 





In addition to the introduction (Chapter 1), the dissertation consists of four chapters: in 
Chapter 2, the analysis seeks to establish a historical sequence of education in Chile. As will be 
explained, this process is built in parallel with the history of social classes and it is possible to 
understand the cornerstone factors of inequality in education that transcend time and build the 
basis of education institutionality and posterior developments. The changes in the role of 
education within society resulted in a higher interest from the population in relation to access to 
higher education, which people saw as a possibility to improve their economic conditions and 
prosperity. This came paired with a population that held the system accountable and began to 
focus on public policies as a relevant topic. 
This chapter also presents the massification of the higher education system and how 
during the dictatorship and after the 90's an explosive growth of the market of higher education 
was established, as a result of reducing state control and the establishment of neoliberal policies 
implemented by the military government. Since the eighties, the system was shaped by 8 
universities, two public institutions with regional campuses and 6 private institutions with public 
funding. The public institutions received 65% of enrollment among all the universities, with a 
total of 116,962 students. During the eighties, the military government reforms allowed the 
creation of self-funded private institutions as alternatives to these universities. These new 
institutions were mainly professional institutes and technical-training centers. During this time, 
the state also transferred a large part of the costs of higher education to students and their 
families, reducing governmental support of higher education to 41%. Between 1981 and 1990, 
120 new institutions, 40 universities and 80 professional institutes were established (OECD / 
World Bank, 2009, pp. 32–33). 
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In the nineties, the new democratic coalition started to introduce some regulations to the 
inherited legislation from the military government.  The government generated an institutionality 
to be in charge of the supervision of new institutions and regulated the use of public funding in 
higher education. The system continued to grow slowly during the 90's, yet only 20 new 
institutions were approved (10 universities and 10 professional institutes) and 38 institutions 
were closed between 1990 and 2005 (OCDE & World Bank, 2009, p. 35). 
After a decade, the proliferation of institutions and programs, and the doubtful quality of 
them caused people to begin to question the system, resulting in a growing discussion in Chilean 
society in relation to establishing regulations, an evaluation system, and an improvement in the 
quality in higher education. In the same manner, the increase of students began to generate a 
critical population, which from their own experiences in relation to access, quality, sustainability, 
and employability; they contributed to the articulation of discourses and critical perspectives that 
feed the subsequent student movements of the late 2000s. The higher education system became 
at the same time a motivator and a receptacle of these discussions and changes. As was 
mentioned before, at the end of 90's, the European higher education system discussed the 
Bologna agreement for tertiary education, which provided the fundamental arguments of this 
reorganization plan in Chilean higher education, including an important budget, a new 
institutionality, evaluation mechanisms, and a public policy to provide sustainability to the 
system.   
According to the official information provided by the Higher Education Information 
Service (SIES), in 2017 there were 61 universities, 43 professional institutes, 48 technical 
training centers, and 6 main military schools. Of these institutions, 16 are public institutions and 
136 belong to private groups (SIES, 2018). These groups of institutions and their programs were 
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the target for the quality assurance system, where autonomous institutions participated in the 
accreditation process, and non-autonomous institutions had to achieve autonomy in a previous 
certification process.  This chapter will present the historical process of the education system, the 
higher education development, and finally, the brief history of the quality assurance system 
divided into three periods.  This section will present the history of education and how its 
development has been linked with the construction of social classes. 
Chapter 3 is presenting a methodological proposal for quality assurance public policy 
analysis. For this proposal, this study introduces the use of a mainframe called ‘Policy Analysis’ 
developed by William Dunn (2011), in which different kinds of approximations for the analysis 
of a public policy are integrated, and at the same time, allow for the articulation of different 
types of methods and sources.  One of these approximations is policy evaluation, which is 
developed through policy performance analysis. From here it is possible to explore the historical 
process of the law for quality assurance, and at the same time, milestones and factors that allow 
to identify inequality in the documents, understanding this as definitions or text segments that 
allow interpreting advantages or disadvantages in the system for determined institutions. 
The central method to develop this project is the case study method, defined for this 
research as a single-case study focused on the Chilean system for quality assurance in higher 
education. The perspectives to shape the case are adjusted to the case study methods developed 
by  Robert Stake (1995) and Robert Yin (2009), which mainly aim to develop a case with clear 
and defined boundaries, where we can define a main topic for our analysis (defined by Stake as 
instrumental case), which in this study is the quality assurance system and its relation to 
inequality in higher education. 
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To achieve the policy performance analysis, this research integrates the use of mix-
methods to analyze three sources: 
1. A cross-analysis between the ranking of universities from 2009 to 2014 (Revista 
America Economía, 2015), and a typology of universities (Torres & Zenteno, 2011). This 
section is a cross-analysis between two different classifications. These provide significant 
data that allow for understanding the variations in universities’ positions over a period of 
time in terms of quality, and at the same time, allow for the understanding of which 
characteristics support the sustainability or variation of certain positions during this 
period. 
2. Document Analysis: this document analysis is focused on the system of quality 
assurance and has as its main source analysis the law that created the national quality 
assurance system in 2006. This analysis will be divided into what I consider the three 
main historical periods of quality assurance: institutional development, experimental 
accreditation, and constitution of the system by the effect of the law. In the development 
stage, the documents selected for analysis are those associated with the project for the 
development of a quality assurance system for higher education. After, for the 
experimental accreditation stage, the documents selected are those developed by the first 
commission for accreditation. Finally, for the third stage, the documents selected are the 
law and the documents related to its development and planning. For this analysis content 
analysis using text coding assisted by software (Atlas Ti) is proposed. 
3. Cases of Bankrupt Institutions: This analysis includes a review of three 
institutions that went bankrupt and their closing process. These cases are particularly 
interesting, and I personally participated in the evaluation processes for accreditation of 
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all of them years ago. If we review the ranking analysis, it is possible to notice that these 
institutions constantly had poor results. When analyzing them, it is possible to detect 
similarities in their performance, despite the fact that these were very different kinds of 
institutions. This analysis aims to create a profile of these three institutions, considering 
available public data and document information, and compare these three small cases in 
terms of their characteristics and their accreditation processes.  This analysis also 
includes other sources such as media information, in order to understand how these cases 
were disseminated into the public sphere, and from there to understand the possible 
impacts of this on the quality assurance system.  For this analysis, the use of different 
sources is proposed, on the one hand, public databases in effort to obtain information 
such as enrollment, professors, campuses, and the like, and the documentation available 
about the accreditation process of each of them. For this I will use content analysis 
assisted by software (Atlas Ti). 
In general, and when they are available, I will try to establish three different levels for all 
documents for this project: main sources, documents produced and published by the state; 
secondary sources, documents produced by NGOs, policymakers, or academics; tertiary sources, 
and documents produced by media. 
The content analysis will be guided by the key questions and guidelines for policy 
analysis proposed by Rizvi & Lingard (2010, pp. 54–56) and by calculating the representation of 
the concepts/values through coding and frequency analysis. These authors divide this type of 
analysis into three different kinds of issues: contextual issues, policy and textual issues, and 
implementation and outcomes issues. For each of these three issues, there is a set of questions to 
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interrogate the text. The approach is to create the codes from these questions (tags, see Appendix 
B, p. 170) in order to classify different topics. 
In terms of the documentation, 124 documents were classified in the three mentioned 
levels for each source and topic: 
• Quality assurance law and institutionality: 67 documents. 
• Cases of Bankruptcy: 57 documents.  
In Chapter 4, I will present and articulate the results of the three main sources defined in 
Chapter 3. Through them, it is possible to articulate a perspective of the context of institutions in 
relation to quality, the regulation mainframe about quality assurance and accreditation, and the 
perspective of three cases where this policy actually fails in providing quality to students. The 
final result for this chapter will be the integration of the different results, giving the basic shape 
to the case study about the quality assurance system. 
Chapter 5 will articulate the results into final conclusions that can be considered the final 
stage of the Policy Performance Analysis, or the final result of this evaluation. Beyond this, this 
work foregrounds a debate regarding the present state of the system of quality assurance and 




Chapter 2: Chilean Higher Education and Quality Assurance: A Historical Review 
 
From its origins 300 years ago, Chilean education and its institutionality were built on a 
basis of social differentiation and economic goals. This foundation was characterized by a 
violent colonialization process in Latin-America, the subjugation of native people, and the later 
creation of the nation-states. Within this context of cultural domination, education was 
characterized by a difference between both the access to schools and the curriculum content, 
initially, under the regime of the Spanish Crown and Catholic Church, and after, by the interests 
of the creole elite which became the subsequent dominant social class. With hues from this past 
and under different motivations, this circumstance has been replicated throughout the history of 
Chile, where education has been demonstrated to be a mechanism for transference of particular 
interests for the political and social power of each epoch. Therefore, education has been used as a 
mechanism of control and domination by the hegemonic class, which can be seen by the 
fidelization of settlers in the Americas by the Spanish Crown, school instruction for indigenous 
people for assimilation, the implementation of free schools after Chile won its independence, and 
the control of public education by the dictatorship. 
Due to the information provided above, this dissertation will bring to light the way in 
which inequality is entangled in Chilean education history, where an effort is made to maintain 
privileges among certain groups and where the actions of control mechanisms are restricted. 
With this in mind, this text focuses on Chilean higher education and asks about the 




When revisiting diverse sources and attempting to (re)construct a historical record of the 
Chilean education system, the different documents also depicts the history of social classes in 
Latin America. In the case of Chile, the beginning of this social construction can be traced to the 
period after the Spaniard conquest or Colonial Period, where encomiendas (entitlement) emerged 
between 1580 and 1789. Through different documents and records from that period, the 
encomienda is portrayed as the construction of the social organization of the New World by 
strengthening institutions in the colonies. This process was developed by the Spanish Crown, by 
giving special rights to some conquerors for their services in American territories. This 
entitlement consisted of the grant of a legal title over territories and people (Góngora, 1970). 
This period was then characterized, on the one hand, by a violent abuse of conquered indigenous 
populations, and on the other hand, by the creation of the perpetual inherited benefits, which 
allowed the colonial elite to hold these rights for 200 years, ensuring that they could be inherited 
by their heirs (Feliú Cruz, 1941, p.38–42).  According to education expert, Mario Waissbluth 
(2014), this historical period established the early stages of inequality that affect the country 
currently. The creole elites built a system by establishing favorable conditions to hold power, 
giving shape to laws and systems that ensured these conditions throughout time (p.24-27). 
This historical connection between education and inequality has significantly defined the 
Chilean social structure, as well as current conflicts and struggles of citizens and their social 
representations in the education system. In relation to this, the historian Sol Serrano highlights 
that education acquires different meanings for society in different historical periods, such “as a 
sign of virtue, as an index of civilization, as a glue of nationality, as a cause and effect of 
progress.” Also, she adds that from the beginning “education has always been a promise: of 
salvation, of emancipation, of liberty, of equality, of development of personality. It is, in a 
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certain way, a highly motivating utopia.” (Marín, 2013, April 7).  At this point it is possible to 
notice the intersection of two strands, on the one hand, a historical inequality that produces 
enormous social gaps, and on the other, the representation of education as a promise to change 
these conditions, as a way to mobility and access to better social conditions.  
Through this historical process, it is possible to recognize an increase in complexity in 
the role of education, which began with social construction, was followed by social class 
distinction, ultimately ends as a mechanism of social mobility. Currently, education in Chile is 
widely considered as a mechanism of social mobility and it embodies the promise to improve 
opportunities and prosperity for broad sectors of the population. This has also been reflected 
through the growing relevance of education due to social movements which have occurred over 
the last decade, whose high point was during the Penguin Revolution where hundreds of 
thousands of secondary students marched in the streets calling for a public education system that 
is free and of quality (F. Ramírez, 2016). This value of education has been largely recognized as 
a phenomenon by several international organizations (OECD / World Bank, 2009; PNUD, 2017), 
which have highlighted how education is a growing interest for the population, and over the last 
decade, how the interest in public policies in education has become a relevant topic.    
However, a 2012 report about inequality prepared by Chilean Congress revealed that 
socio-economic disadvantages affect students in diverse ways, mainly in relation to their access 
to education, during the trajectory of the education process and in relation to obtaining 
satisfactory results (p.41-58).  This is consistent with the United Nations Program for 
Development (UNDP) report, where there is a historic follow up of inequalities and their causes. 
In relation to education, this report recognizes an essential factor: the education system can 
operate as a mechanism for social mobility to overcome social inequalities produced during 
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childhood, but at the same time, it can be established as a factor of the reproduction of 
inequalities. In relation to this, this report defines public policies as “the main tool available to 
compensate inequalities from socioeconomic origin” (PNUD, 2017, p. 291).     
With the return to a democratic government in 1990, implementation of public policies 
on education has developed. During the first democratic government, also called the transition 
government, it was necessary to adopt strategic decisions in order to address the educational 
system reform process. In this process, two aspects are highlighted. The first is the continuation 
of two main policies established by dictatorship, the control centralized on local municipalities, 
and the application of the same education and funding model established after the reform in 
1981, where the state role was subsidiary, and the education administration was decentralized. 
The second, was the establishment of two main aims as guidelines for public policies: first, to 
reach better levels of quality in education, and second, to provide equity to publicly funded 
education (OECD, 2004, p. 20). Considering these factors, during the 13 years that followed the 
dictatorship and seven education ministers, these policies represented the continuity of a model, 
by replicating state actions and market. However, the introduction of quality and equity into the 
discourse generated a series of actions that portrayed that the state assumed an important role of 
responsibility in the education sphere.  
Within this set of changes in public policy, higher education was one of the education 
fields that received important attention and where the reforms oriented to quality and equity 
began to show important outcomes in the 2000s. Both elements, access (as a representation of 
equity) and quality became important issues in terms of the efficient delivery of public resources 
to tertiary education. In particular, in terms of access and equity, the results demonstrate a 
sustained growth in the last decade, providing access to 1,162,306 students (6.8% of the 
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population) in 2017 (Consejo Nacional de Educación - Chile, 2017). However, in terms of 
quality, it is possible to say that national results continue being heterogeneous. For instance, in 
relation to higher education institutions, most universities participate in accreditation processes, 
but professional institutes and technical training centers still have low participation rates. In 
terms of academic programs, only a 29% of undergraduate total enrollment is studying in an 
accredited program (Congreso Nacional de Chile, 2012, pp. 66–67).     
This work provides a general historical overview about Chilean higher education, moving 
from the colonial period to current times, and finally focuses on the national system for quality 
assurance in higher education. This document hopes to provide a historical context for different 
periods in Chilean higher education and, to situate in this path, the emergence of the quality 
assurance discourse until its configuration as public policy, including its main influences, 
difficulties, outcomes, and limitations. 
A Short History of the Chilean Higher Education System 
The history of higher education in Chile could be considered as relatively recent if we 
consider only the republican period. But the first steps of this part of Chilean history can be 
traced to after the arrival of the Spanish conquerors in 1520. During the establishment of the first 
Spanish cities in the territory, the life of settlers (mostly military and their families) was related 
to the war against the different indigenous inhabitants all over the country, to find civilizations 
which worked in gold production, and to keep the territory as a part of the Spanish Crown.  
According to the lawyer and historian Bernardino Bravo (1992), the history of higher 
education in Chile began with the arriving of the first Catholic congregations. The first 
institution was Universidad Santo Tomás (St. Thomas University) which began its work in 1662 
oriented to convent formation and the seminary of the Dominican Order. During this period, 
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several religious orders, such as the Mercedarians, the Augustinians, and the Jesuits, established 
their own institutions with the same purposes.  However, these religious orders were completely 
dedicated to religious formation. This absence of another kind of studies developed a growing 
interest within the settlers’ elite to create an institution in the territory, dedicated to other topics, 
such as medicine, law, and mathematics. In those times, the only option for the sons of the elite 
was to move to study in the Real Universidad de San Marcos de Lima (Royal University of St. 
Mark of Lima) in Peru, which increased the costs and difficulties to access higher education, 
even for wealthy families (Aedo & González, 2004, pp. 63–64). 
The interest of the elite for a university outside of the convents was transmitted by the 
Santiago City Council (Cabildo), which in 1713 sent a formal letter to the King of Spain asking 
for the creation of a university oriented to humanities and other disciplines in the city. The 
answer arrived 25 years later, in 1738, when King Felipe V authorized the creation of the 
Universidad Real de San Felipe (the Royal University of St. Felipe) in Santiago. The university 
was inaugurated in 1747 and closed in 1813 after the Chilean independence declaration in 1810 
(Aedo & González, 2004, pp. 64–65). 
Out of the context of universities, technical education began as part of religious 
congregations and was influenced by the immigration of artisans to the colonies. In 1748, the 
Jesuit order created a large industrial school close to Santiago, oriented to teaching different 
trades to mestizos, indigenous youth, and slaves. The education institutions were mostly oriented 
to men; women were excluded from higher education or the education content was completely 
different. The education for girls was mostly oriented to religion, dancing, singing, drawing, and 
playing musical instruments, and they were mostly excluded from being educated in reading and 
writing (Dittborn, 2007, p.20-21). 
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Between 1700 and 1800, Spaniard settlers founded many cities in the northern and central 
zones of the country. After this period, in 1810, a group of influent citizens declared 
independence from the Spanish Crown and dissolved all institutions inherited from Spain. In 
1813, the Universidad Real de San Felipe was changed to the National Institute, and in 1843 was 
renamed the Universidad de Chile (University of Chile), the oldest university in the country 
(Aedo & González, 2004, pp. 64–65).  Independence produced several changes in the higher 
education debate, mainly in relation to the role of higher education institutions within the society 
and a strong position of several groups in relation to the neutrality of the state in relation to the 
church. This produced conflicts with the Catholic Church and motivated the decision of the 
Bishop of Santiago to found the Universidad Católica de Chile (Catholic University of Chile) in 
1888, which after the approval of Vatican was called Pontific Catholic University of Chile. This 
act established the first private university in Chile (p.65).   
Following this trend, four more institutions were founded: in the north of the country, the 
Universidad Católica de Valparaíso (1928) and the Universidad Católica del Norte (1956), both 
Catholic institutions, and in the south, the Universidad de Concepción (1919) and the 
Universidad Austral de Chile (1954).  In 1952, the government founded the Universidad Técnica 
del Estado (State Technical University) oriented to technical training for national industrial 
development.  Similarly, in 1931 the Universidad Técnica Federico Santa María (Federico Santa 
María Technical University) was founded through the inheritance of a rich entrepreneur 
(Federico Santa María, 1845-1925) who donated his fortune for the technical development of the 
country (Aedo & González, 2004, p. 65).  These eight institutions (2 public and 6 private) were 
the basis of the system and the roots of future development and changes. Enrollment triplicated 
from 20,000 students in 1957 to 55,000 students in 1967, and women enrollment increased to 
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40%. In 1973, enrollment grew to over 140,000 students, in a period of profound democratic 
reforms and political changes sparked by students movements, previous to the coup d’état and 
dictatorship (José Joaquín Brunner, 1986, p. 32) 
The coup d’état occurred on September 11, 1973, and three weeks later, the military 
intervened and took control if the eight universities. This control was implemented through the 
change of authorities and by dissolving the organizations. In other less fortunate cases, the 
intervention meant detention, assassination, disappearance, exile or torture. This affected mainly 
professors and students, and meant the closing of all academic units oriented to social sciences. 
According to Brunner, the investment in higher education decreased between 15% to 35%, 
forcing universities to abandon free education and to find new ways to finance the institutions, 
such as the collection of fees and external funding (Bernasconi & Rojas, 2003, p. 20). In 1981, 
the military government authorized the creation of private universities and new institutions, such 
as professional institutes and technical training centers, through a new reform (DFL No1),  Also, 
public universities had several campuses in other cities, which were divided into 14 new 
independent public universities (Lemaitre & Zapata, 2003, at Loyola, 2010, pp. 2–3). According 
to the databases of the Ministry of Education in Chile, the enrollment in 1980 was 116,962 
students in eight universities; whereas in 1990, the enrollment increased to 245,561 students in 
60 universities, 81 professional institutes, and 161 technical training centers (Ministerio de 
Educación de Chile, 2014).  
As can be seen from the data, this last period represented an explosive growth in the 
number and diversity of institutions. The military government and its neoliberal economic 
policies attempted to reduce the role of the state in relation to the administration and funding of 
higher education institutions. One the most criticized characteristics of this model in higher 
35 
 
education is the establishment of the market as a regulatory frame for institutions. This 
characteristic allowed a series of weaknesses within the system, such as the lack of protection of 
students and workers at universities, and the lack of control over the institutions in terms of 
quality. With the end of the dictatorship in 1989, the first attempts to regulate the quality of 
institutions with the creation of a new institutionality that involved a new role of the state in 
relation to higher education institutions were developed.   
According to Esteban Geoffroy (2013), the rise of the quality assurance system for higher 
education in Chile was a way to respond to transformations made in the 80’s, “marked by 
growth, institutions diversification, and by massive access” (pp. 140–141). In 1980, the new 
Chilean constitution was established and from there the concept of freedom of teaching was 
defined, a new law that reduced the restrictions to create new academic programs and 
institutions, and a subsequent diminishing of state controls and regulations. Up until that 
moment, institutions and programs had to participate in an examination system, where a small 
group of institutions had the competency to review the programs and curriculums of new 
institutions. The growth of new institutions after the freedom of teaching policy resulted in a 
huge burden to the examination system during that decade and ultimately became overwhelmed 
by the number of programs and curriculums. This idea of quality was revisited again in 1990 
with the Ley Orgánica Constitutional de Enseñanza (Constitutional Organic Act for Education), 
which provided a new regulatory institutionality for higher education. From there, the Consejo 
Superior de Educación (Higher Council for Education, CSE) was created, which began to 
perform the role of evaluation, supervision, and approval of new institutions (Bernasconi & 
Rojas, 2003, pp. 23–24). The regulations for new higher education institutions were established 
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by three legal steps: institution creation, the official certification by the state, and full autonomy 
for creating programs. 
According to Bernasconi & Rojas (2003), after the growth of institutions and programs in 
the 80’s, a second proliferation took place. When institutions reached the autonomy level, they 
were able to create new programs under their own criteria. After presenting regular behavior 
during the evaluation period, and after obtaining autonomy, these institutions began the 
expansion processes.  This development, many times involved the opening of new campuses in 
other cities, the creation of new academic programs, and the expansion of enrollment. This 
expansionary impulse of institutions was characterized by the sudden access to the market and 
was considered alien to the spirit in which they were evaluated to become autonomous. This 
created serious critiques about the institutions’ strategic diagnosis, first, in relation to this 
impulsive creation of new campuses and programs, and second, about whether institutions were 
making efforts to maintain minimal education standards between main campuses and secondary 
campuses. 
As it is possible to see, this historical review provides a brief perspective about how the 
Chilean higher education has been shaped by the political needs throughout history. During the 
Spanish conquest, higher education needs were oriented to the elite, in contrast to the socialist 
system before 1973 where institutions were free of charge and access was limited to eight 
institutions. After that, the impact of neoliberal policies during the dictatorship increased the 
number of institutions exponentially and promoted the access to higher education as never 
before. Also, it is possible to observe that the changes in the system’s structure have seen an 
increase of the use of legal instruments and public policies over the last 40 years, giving more 
relevance to the political context and its influence on the education system structure. This history 
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of political struggles, limitations in relation to access, the promise of social mobility through 
education, the rampant growth of institutions, and the global changes in higher education 
perspectives establish a fertile land for the future quality assurance policies in the context of the 
return to democracy.    
Quality Assurance in Chilean Higher Education 
The history of quality assurance processes in higher education is relatively new. During 
the second half of the 20th century, the topic of quality had been growing as an answer to the 
higher education systems in the context of a new global economic context, in relation to 
accountability needs within countries, the strengthening of higher education systems, and 
students’ international mobility.  
In the case of Chile, these processes are even newer but have grown fast and have been 
accompanied by a continuous development in terms of institutionality. Also, considering that the 
topic of education has become a significant topic within Chilean society and an arena of struggle 
for social movements, the development of quality assurance in education has evolved both as a 
state responsibility and as a social necessity. Considering these factors, it is possible to identify 
three main periods of quality assurance in Chilean higher education: a period of institutional 
development (1991-1998), the experimental accreditation processes (1999-2006), and the 
definition of quality assurance system by law (2006-current). 
The institutional development. The period of institutional development involved the 
creation of several institutions in charge of controlling different aspects of the system. This 
process occurred between 1990 and 1998. As was mentioned before, in 1990, the military 
government published the Constitutional Organic Act for Education (Act 18.952) which 
established a supervision regime for the new institutions and undergraduate programs. This law 
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established that every private institution created after 1981 had to participate in a verification 
process. For this purpose, the law established the creation of the Consejo Superior de Educación 
- CSE (High Council for Education). This institution was in charge of evaluating the 
performance of higher education institutions, their institutional projects, and of determining 
institutions’ autonomy or closing process. The processes developed by CSE revealed the need to 
develop a more comprehensive system for quality assurance in order to provide enough 
warranties about the accomplishment of quality criteria (Lemaitre & Zapata, 2003, at Loyola, 
2010, p. 4). 
In parallel, at the end of 90’s, two global factors extend the influence of these policies 
around the world.  First, in 1998 the World Declaration on Higher Education for the Twenty-
First Century was announced, which established national orientations for quality assurance. This 
declaration is part of an international policy developed to enhance the higher education system in 
many fields. As is defined in the declaration document, the quality assurance national system is: 
a multidimensional concept, which should embrace all its functions, and activities: 
teaching and academic programs, research and scholarship, staffing, students, buildings, 
facilities, equipment, services to the community and the academic environment. Internal 
self-evaluation and external review, conducted openly by independent specialists, if 
possible with international expertise, are vital for enhancing quality. (UNESCO, 1998, 
art. 11a) 
A second factor is represented by the impact of the Bologna Declaration abroad, which 
established the “promotion of European co-operation in quality assurance with a view to 
developing comparable criteria and methodologies” (The European Higher Education Area, 
1999). The projection of this European policy arrived to Latin America and Chile due to the 
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interest of some experts and policymakers who were interested in the initiatives like the Tuning 
Project (Espinoza & González, 2015, pp. 124–138). In my perspective, considering the impact of 
the international experience, the fast growing rate of higher education institutions over the last 20 
years, the change in the funding system, the increase of the diversity of institutions within the 
system, and the high rate of enrollment, these factors have created an imperative necessity to 
control quality and to review the internal processes of institutions. Because of this, public 
policies concentrated their focus on institution development oriented to lead, create, and 
administrate the national quality processes. 
In 1999, two important institutions were created in relation to accreditation. The first is 
the Comisión Nacional de Acreditación de Postgrado - CONAP (National Commission for 
Accreditation of Graduate Programs). This institution was oriented to develop voluntary and 
experimental processes in graduate programs in the autonomous universities, in order to 
strengthen the programs and to project their activities internationally (Comisión Nacional de 
Acreditación CNAP, 2007, p. 26). The second institution was the Comisión Nacional de 
Acreditación de Pregrado - CNAP (National Commission for Accreditation of Undergraduate 
Programs).  This institution was created as a project party of the Program for Quality 
Improvement and Equity in Higher Education (MECESUP), designed to propose a system for the 
accreditation of institutions and undergraduate programs. Most of the work developed by the 
state in terms of quality assurance in higher education has been developed and produced by 
CNAP and the subsequent commission formed after the law in 2006 (CNA-CHILE). 
The main achievement of this period is the establishment of CNAP, which in its 8 years 
of work, created a pilot experience on institutions and programs evaluation, and promoted the 
culture of quality within the institutions. This commission promoted voluntary processes among 
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institutions and academics, developing evaluation processes, that instead of being focused on 
state control, was focused on the institutions’ participation and professors.  
The experimental accreditation processes. The second period (1999-2006) was focused 
on the experimental accreditation of programs and institutions. Here, the focus is on the role of 
the National Commission for Accreditation and its changes, because historically it is the most 
relevant institution on quality assurance system development, and it is the institution that 
ultimately implements the accreditation processes. 
At the end of the 90’s there was little experience with accreditation in Chile and most of 
that experience was held by foreign agencies. In terms of self-evaluation processes, few 
institutions had any experience in these kinds of processes. The international experience was 
more related to programs in some particular fields, for instance, the College of Medicine at the 
Universidad Católica de Chile asked for accreditation from the American Association of Medical 
Colleges (Comisión Nacional de Acreditación CNAP, 2007, p. 31). Similar experiences were 
developed by the Colleges of Architecture with the Royal Institute of British Architects (RIBA), 
and a few colleges of engineering created partnerships with the Accreditation Board for 
Engineering and Technology (ABET) agency in the US. 
These experiences and the interest of higher education institutions to participate in these 
processes contribute to the discussion about the creation of a national system for quality 
assurance in higher education. In 1999, a group of 14 academics from several institutions was 
entrusted to start the first commission for accreditation of undergraduate programs and the 
development of standards for an experimental evaluation of academic programs. More than 200 
experts participated on the technical committees to develop the standards and criteria (Comisión 
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Nacional de Acreditación CNAP, 2007, p. 33). The first processes of accreditation were 
developed in 2000, in three medical undergraduate programs. 
The CNAP concept about quality was founded on two main principles: first, the 
undergraduate programs’ purposes should be coherent with the institutional frame, there should 
be internal accordance or parallel agreement between purposes, procedures and outcomes, and 
between an undergraduate program and the institutional priorities. Considering the complexity of 
this kind of evaluation and the limited experience at the institutions, CNAP developed important 
efforts to guide institutions, by creating handbooks, evaluation materials, and supporting 
activities, such as workshops and seminars to facilitate access to the information. The second 
aspect is related to the requirements established by the academic community and the professional 
environment for each program. This concept has been maintained over time and it is still in use 
as a base for the accreditation processes (CNA CHILE, 2008, p.27). This commission continued 
its work until 2006 reaching approximately 600 undergraduate accreditation processes.  
After all experimental processes, in 2003, the government presented a law project to 
Congress to formalize a national system for quality assurance in higher education. The project is 
based on the CNAP experience, and expanded the competencies of this organism, with three 
main focuses: institution accreditation, undergraduate and graduate accreditation, and the 
authorization of private accreditation agencies (Comisión Nacional de Acreditación CNAP, 
2007, p. 38). The experimental accreditation processes driven by CNAP were evaluated as very 
successful, recognized by institutions as an important mechanism for administration and 
academic improvement. This acknowledgement is also confirmed by the International Network 
for Quality Assurance Agencies for Higher Education (INQUAAHE) after an evaluation process 
of CNAP in 2005 (p.48-49). 
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The national quality assurance system. The third period addressed the establishment of 
the quality assurance system which began in 2006 and currently continues. In 2006, the Chilean 
Congress promulgated Law number 20.129 to create the National System of Quality Assurance 
in Higher Education. This law established a new commission to replace the CNAP (now called 
CNA Chile), general procedures, regulations and the participation of private agencies regulated 
by the National Commission (Congreso Nacional de Chile, 2006). The assignment for this new 
institution combined the accreditation of graduate programs from the CONAP, accreditation of 
undergraduate programs, and the accreditation of higher education institutions. Furthermore, it 
was attributed to the development of a system for the administration and control of private 
accreditation agencies, mostly oriented to undergraduate programs. The requirements for 
accreditation continue are the same as they were under CNAP, but they are also based on the 
ability of undergraduate programs to develop a self-evaluation process.  Each undergraduate 
program should develop this process that ends with the writing of a self-evaluation report. This 
report should show the entire description of a program and the results of its evaluation in three 
main areas: (1) the graduate profile and outcomes, (2) the operation conditions, and (3) the 
ability to self-regulate. These three areas are also divided into several specific criteria (CNA 
CHILE, 2008, p.27-40). 
The system became more complex as a result of the changes in the institutionality.  The 
accreditation process was expanded due to the private agencies, which generated positive results 
in terms of the number of accredited institutions, graduate, and undergraduate programs. Also, 
the impact of accreditation improved the knowledge and practice in relation to institutions’ 
quality internal processes, which is represented by the data management strategies and the 
improvement projects within institutions. However, after the establishment of the law and with 
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the introduction of these new complexities, there was a series of issues that affected the 
credibility of the process and that focused on the critiques of the quality assurance process.  
Obstacles faced by the accreditation system after 2006. The obstacles that emerged for 
the quality assurance system took place after the law proclamation, when in 2008, student 
protests presented demands to the state calling for public education, free of charge, and of 
quality. These demands produced tensions in the system, linked to the probity of processes, 
overall in those related to control and auditing. These obstacles are identified from two sources, 
those derived from the higher education system, and those from the quality assurance system by 
itself.  
Among the obstacles derived from the higher education system, it is possible to mention:  
1. Profit by higher education institutions (HEI): one of the first critiques raised by 
the social movements was related to the excessive marketization of higher education, 
which after that, focused their critiques on those HEIs that found legal spaces to obtain 
profits, despite the fact that profit is prohibited by law. 
According to María Olivia Monckeberg (2011), the growth of education access 
was linked to an increase in the programs offered by private HEIs. This offer was present 
in the main cities of the country, and at the same time, was related to the acquisition and 
construction of important real estate assets. The acquisition of old buildings and 
important urban spaces allowed for several institutions to create a new academic offer in 
these urban spaces.  According to the author, this became a real estate boom and was also 
a result of the reforms after the 80’s.   
From the 36 private universities existing today, 21 of them - more than half - were 
established thanks to the government concession during the dictatorship. Fifteen of them 
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were recognized officially between October 1988 and November 1989, after the 
opposition triumph (called NO) on October 5, 1988, and before presidential elections on 
December 1989. Another 6 institutions did the same between December 1989 and March 
1990. (p. 43) 
In relation to the above, it is possible to see that there were specific benefits 
created for economic groups during the dictatorship and several years after the return to 
democracy. Some of these groups accelerated negotiations to participate in these 
privatization reforms and the higher education business during that period. In addition, 
this incipient higher education offer was precarious and was installed in buildings that 
were not designed for academic purposes. These facilities were improving in terms of 
infrastructure and equipment, due to a rise in income, which was a result of student 
enrollment and monthly payments (p. 44). Also, the author highlights that many 
institutions obtained tributary exemptions only created for universities (tax exemption on 
real estate, access to special donations). According to this author, in 2006 these 
institutions had more than a million of square meters (10,763,910 ft²) available to them in 
more than 500 buildings in the country. 
A few years ago, and also as an effect of the social movements, it was revealed 
that several institutions were profiting illegally through higher education. The owners of 
these institutions were also part of the property of real estate companies that built the 
buildings and facilities for them. Usually, these groups created a leaseback process, 
leasing their own buildings to themselves at exorbitant prices. The problem in terms of 
quality is that the owners of these institutions withdrew most of the profits and made a 
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low reinvestment, barely enough to sustain academic projects, using these institutions as 
facades for high-profit businesses.   
2. HEIs funding linked to accreditation: recently a new reform was established for 
the public funding for higher education, with a distribution of funding related to the 
institutions’ accreditation performance (Galleguillos, Hernández, Sepúlveda, & Valdés, 
2016, pp. 44–46). On the other hand, the same reform includes free-of-charge access for 
students to higher education, only in relation to accredited institutions. Although this 
reform is currently in process as it was only implemented this year, an increase in the 
higher education programs prices has been seen as a result, making universities in Chile 
the most expensive among the OECD countries. (OECD, 2017b) 
3. A corruption case: In 2011, the president of CNA Chile, Eugenio Díaz Corbalán, 
was denounced for receiving payments from some institutions for accreditation. Due to 
his power as commissioner and his influence, he offered accreditation to institutions that 
were looking for access to state funding, but with little opportunities for being accredited. 
Five universities were involved in this scandal and after the investigation process, it was 
discovered that during his period as president a total of 31 institutions obtained 
accreditation.  During this period, Díaz pushed for the accreditation of low-quality 
institutions, which also offer educational services to socially vulnerable students, through 
the control over some commissioners, the possibility to submit an extra vote as president 
to change a votation, and a large contact network in private institutions. 
The pressures from the student mobilizations called for the supervision of organizations 
to put more emphasis on the case, which brought the scandal to the media. This case 
relates to the already mentioned for-profit higher education institutions, where economic 
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groups trade institutions and pursue access to state funding. It is also important to 
mention that in 2013, twelve private institutions received 7 times more funding than the 
16 state universities from the state (J. A. Guzmán et al., 2014, pp. 25–50). 
In relation to these obstacles related directly to the national system for quality assurance, 
there are two subtle aspects that appear after the law promulgation, but they are interrelated with 
the already mention factors:  
1. Change of the addressee of accreditation: During the experimental processes, it 
was acknowledged that the quality assurance was oriented to providing to the public 
evidence about the quality of Chilean HEIs. This in turn served to demonstrate to 
students and their families that their investment in education (considering that funding of 
HEIs is mostly private) was safe and based on quality standards. However, after the first 
years of the new commission, a change had occurred where the accreditation processes 
focus is now on HEIs. This shift began to provide more emphasis on the strategic 
management of HEIs, government institutions, institutional analysis, and development. 
This change is completely understandable due to the evolution of the system; however, it 
is possible to observe that students and their families have been comparatively displaced 
to a secondary level.    
2. Institutions with little experience with accreditation: At first, the self-evaluation 
and experimental accreditation processes were developed with ample support from 
CNAP in order to create sufficient experience within HEIs. This support occurred on 
many levels, from the development of workshops and conferences with expert panels to 
economic support. As evidence of this support, the experimental accreditation processes 
were financed by a special budget from the government free-of-charge for institutions. 
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This policy changed due to the 2006 law, which created a new budget for the 
commission’s functions and transferred the costs of accreditation to institutions. This 
shift is an important factor because the reduction of external funding meant high costs for 
institutions. Due to their unfamiliarity with accreditation, many institutions (especially 
private HEIs) did not value the benefits (low cost and experience) of the experimental 
accreditation processes and refused to participate thinking that it was a temporary 
tendency with no long-term impact. In this way, many HEIs did not experience these 
processes and they had to start from the beginning to build the necessary knowledge for 
their academic units, paying expensive advisors, and sometimes with negative results. As 
was mentioned, with the promulgation of the law the accreditation results were linked to 
access to government funding support, and this became a matter of interest for these 
institutions to access state funding. 
3. Private accreditation agencies with low quality processes: The law also introduced 
a new variable: private accreditation agencies. The law defines that CNA Chile was in 
charge of developing the mainframe and the guidelines for the new authorized private 
accreditation agencies. These organizations are associations with private funding and 
mostly started by experts, to develop the accreditation for undergraduate programs, 
medical specialization, and master’s degrees. In 2008, there were 5 agencies, and in 2016, 
a total of 9 agencies were authorized to start the accreditation process. By the end of 
2009, 501 undergraduate programs were accredited by agencies. However, the 
management of the complex accreditation processes produced several critiques about 
these agencies (Zapata & Clasing, 2016, pp. 32–34), which took a long time to replicate 
the accreditation processes with same standards as the national agency. Also, considering 
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their private nature, some critiques pointed out that agencies could fake processes if there 
is no a state control or direct regulations. 
All the factors mentioned before are interrelated in multiple manners; however, it is 
possible to observe that the factor of for-profit higher education acquire a particular importance 
in this dynamic and is fed from the other factors. The interest from economic groups to access 
state funds, the lack of experience of private institutions on accreditation, the corruption case, 
and the absence of a vision oriented to the public, have affected the public opinion of a system 
that reached its highest value and recognition during its experimental processes.  
This breach allows for the conclusion that the processes derived from the law produced a 
marketization on this system, redefining its aims and results. More than judging the system in 
particular, this document aims to provide evidence from different points in the historic process, 
elements that emerged, that are still present, and others that disappeared within this continuum; 
elements that give us hints about how to interpret this public policy, its results, and future 
changes. 
The entangled history between inequality and education proposes an interpretive frame 
from where it is possible to observe in a critical manner the construction of an educational public 
policy. The historical process offers us the possibility to observe the educational needs of every 
epoch and the results of the different reforms oriented to those needs. Through this, it is possible 
to identify how political proposals were articulated, the participation of the actors, the political 
interests on display, and finally, if the initial aims have any correlation with the obtained 
outcomes.   
The comprehension of inequality and education as interrelated factors proposes an 
exploratory view of public policies in terms of its possibilities and barriers to articulate social 
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gaps and people’s aspirations for social mobility. In relation to Chilean higher education and the 
national system for quality assurance, it is important to ask if it is possible to identify the 
presence or influence of the historical inequalities in education on the construction process or 
evolution of the quality assurance public policy. My hypothesis is that during the period that 
institutionality and experimental processes were developed, trust was given to the experts and 
direct actors within the system, to the institutions and their academics, which generated a control 
and participation closer to the main actors. The process was built on a convocation basis: it was a 
direct invitation to academia to participate in the quality of its own processes. However, after the 
law proclamation, although processes technically continued working in the same manner, the 
participation of private agencies, the public funding linked to accreditation, the quality focus of 
institutions, and the high cost of accreditation, finally generated obstacles for institutions’ quality 
achievement and improvement. Control is meant to create a strong national agency, but it is 
affected by public scrutiny due to the growing demands from social movements. From this 
public observation, the higher education system deficiencies have become more visible and have 
permeated through the quality assurance system. 
Private agencies’ work has had a steep learning curve, and the same universities have 
recognized that these new institutions were not able to homologate the processes of the national 
agency. Also, the discussion about state funding for higher education institutions was linked to 
participation in accreditation processes, which meant a burden for a system initially designed for 
other purposes. Moreover, the experimental processes were initially oriented to students and 
families as final receptors of quality: however, the law moved the focus toward institutions. Not 
including the corruption case in this critique, the law generated a displacement towards the 
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market and this movement generated difficulties for public control. At this point, the discourse of 
quality starts to acquire arguments for state funding linked to quality. 
This work leaves some questions within the evaluation field on education in relation to 
public policies and opens the possibility to develop an evaluation of a public policy ex post facto, 
where it can be possible to portray the changes along a historical and political process. As has 
been recognized by international agencies, it is considered that a public policy is a potent change 
factor to compensate inequalities in a context of wide socio-economic differences. From this 
point of view, it is considered that following and evaluation of public policies on education can 




Chapter 3: A Methodological Proposal for Quality Assurance Public Policy Analysis 
 
Historically analyzing the higher education (HE) system in Chile highlights a structural 
inequality throughout its development. This finding triggers a key question: Is this historical and 
structural inequality embedded into the design and development of public policies in education?  
One of the frames under which this document addresses this problem is the 
neoliberalization of the discourses about Chilean education public policy. In fact, after the civic-
military dictatorship (1973-1990), the democratic governments continued to implement 
neoliberal public policies, reshaping the individual-State relationship, increasing the market 
frame in the decision-making process, and allowing a hegemonic influence of private players in 
education (Pitton, 2012, pp. 1–12). Although the expansion of the market in Chilean education 
increased the players involved in it and diversified the system, the public policies designed and 
applied by the democratic governments since the 1990s have been oriented to improve 
institutional scaffolding created by the radical transformations driven by Pinochet’s regime in the 
field. 
This aforementioned structuring process suggests that the lawmaking and policy making 
processes carried out by democratic governments after the dictatorship have adjusted the desired 
outcomes from new regulations to a market frame.  Indeed, previous studies have demonstrated 
that neoliberal and free market policies are strongly related to inequality and the State, and 
policymakers enhance the role of the market, simultaneously weakening the role of the State in 
areas that were previously under its control. As David Harvey (2005) points out,  
The role of the state is to create and preserve an institutional framework appropriate to 
such practices. The state has to guarantee, for example, the quality and integrity of 
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money. It must also set up those military, defense, police, and legal structures and 
functions required to secure private property rights and to guarantee, by force if need be, 
the proper functioning of markets. (p. 2) 
Therefore, the answer to the question opening this essay regarding how pervasive the 
historical and structural inequality are in public policies in Chilean education could eventually be 
affirmative. Nonetheless, the aim of my perspective is to explore some other spaces and 
expressions of this phenomenon. In that vein, this research project attempts to address the 
historical and the lawmaking process in education and its outcomes. In doing so, this research 
aims to shed light on and provide several insights about the pervasiveness of inequality in the 
Chilean higher education system. 
A historical analysis of the Chilean system of education includes three basic elements to 
address our question. The first one is that there is a historical link between education and 
inequality, a connection that illustrates that the whole institutional structure in education is 
deeply rooted in striking social and economic differences. This feature of the system requires 
that I critically trace inequality in the building processes of contemporary education scenarios; 
especially those where decision-making take place, shaping the population’s actual experiences 
in education. The second key element that a historical analysis provides is that the population 
strongly value education as a crucial factor to social mobility. Indeed, this wide social perception 
among citizens has fueled social movements, which have demanded radical improvements in 
education public policies. Consequently, and acknowledging that public policies are fundamental 
to reduce inequalities as the UNDP (2017) has stated, public policy evaluation becomes central 
to this analysis in order to identify the principles behind policy design, to rationalize the 
assumptions of the policy processes, and to actually evaluate policy results. Finally, and 
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particularly related to the public policy that created and regulated the quality assurance system in 
HE, this historical analysis shows the implied needs and the institutional efforts involved in 
guaranteeing quality in a system that has suddenly and dramatically expanded and diversified. 
Simultaneously, this historical analysis also identifies the obstacles that the institutional 
consolidation of the system implemented after being formally settled by its legal regulation. In 
that vein, a historical analysis of the Chilean system of quality assurance allows to observe and 
to define the basics behind it, contrasting the different stages of its development, and identifying 
its uneven outcomes and impacts.   
In relation to the above, over the last 2 decades, the national system for quality assurance 
in HE has been subjected to several revisions, updates, and evaluations by national and 
international organizations (Lemaitre & Zenteno, 2012; OECD / World Bank, 2009; OECD, 
2013). The OECD and the World Bank (2009), for instance, identified problems with the 
inequality in access to higher education, segmentation between university and non-university 
institutions, and excessively long undergraduate programs. These aspects were also pointed out 
as part of the severe segmentation of Chilean society, where gaps occur based on the school one 
attends, which affects students’ results on placement tests for entrance into higher education 
institutes (HEIs).  The impact of quality assurance in higher education implied challenges for 
higher education institutions and new demands and processes that required internal adaptation in 
a short frame of time (OECD / World Bank, 2009, pp. 11–18).  These changes were reflected in a 
positive manner with improvements in teaching and curriculum; however, there were difficulties 
detected in teaching practices and evaluation. At an institutional level, public transparency and 




The system has been responding to these evaluations with progressive adjustments in 
terms of equity, increasing the role of the State and funding for higher education, whose main 
outcome has been the implementation of a free higher education system. 
At the same time, the State has created two new universities and 15 technical training 
centers, resulting in first establishment of new public HEIs since the 1980s.  However, is 
possible to recognize certain stagnation since the corruption cases in 2011, where the quality 
assurance system lost legitimacy, and also because the system is waiting for a reform that has not 
yet been discussed in the Chilean Congress (CINDA, 2016). 
In this context, the methodology presented in this study seeks to explore inequality 
manifestations in the quality assurance in higher education policy. This perspective does not 
deny the achievements of the system nor the improvements achieved by the institutions over the 
last decades, but aims to explore possible inequalities on the policy content, aspect that is not 
usually part of the evaluations, and to bring to light those phenomena hidden in the 
institutionality of Chilean education. 
Rationale for this Study 
The globalization of economic activity over the last 30 years has created inquiries about 
the sustainability and economic growth of nation-states, which have been an important subject of 
interest for international organizations. In this context, Brown & Lauder (1996) established that 
the key for a country’s prosperity is mainly related to education quality and its training systems 
(p.47). The human factor of industrial societies becomes part of the wealth of nations, and from 
the perspective of these authors, the quality of human capital becomes a dominant factor for 
competitiveness. In consequence, the development of a growing demand for skilled workers 
placed education and training centers in the center of the discussion as ways to achieve 
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competitive advantages (p. 49-51).  In this context, where the quality of workforce training 
became a factor of change and competitiveness, it is possible to situate in parallel, how economic 
perspectives become dominant discourses in the construction of education policy and its reforms. 
From a sociologic perspective, Stephen Ball (2008) establishes that “the social and economic 
purposes of education have been collapsed into a single, overriding emphasis on policy making 
for economic competitiveness and an increasing neglect or sidelining (other than in rhetoric) of 
the social purposes of education” (pp.11-12). 
Considering, Harvey (2005) and Ball’s (2008) perspectives, where the State and 
policymakers reframe the legal apparatus towards processes derived from economic 
globalization and market functioning, it is possible to think that there is a space where legal and 
legislative processes are affected by the legal apparatus’s definition and construction under the 
logic of these interests. According to Ogza & Lingard (2007),  
Policy makers at national, local and institutional levels may be understood as subscribing 
to these key principles in educational restructuring: a focus on education to meet 
economic needs, an insistence on rapid change that penetrates teacher cultures, an 
insistence on international competitiveness in education. (p.71) 
Considering the concept and discourse of quality assurance in higher education is 
installed as a process derived from globalization, policymakers at the national level subscribe to 
these key principles. These policymakers also accept that these processes have generated a 
transforming wave on the education system and its institutions, resulting in a need to analyze 
quality assurance policies in contrast with historical inequality. It has been established that 
education and inequality maintain a historical relationship and that public policies can be key 
mechanisms that can help to overcome inequalities, but at the same time, can deepen these gaps. 
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This dissertation aims at an analysis by searching for factors embedded in the policy, factors that 
are often invisibilized by traditional evaluation mechanisms.    
Research Methodology 
This study will use a policy evaluation frame as its methodology. Although there are 
several perspectives that define what policy evaluation is, there are at least two fundamental 
dimensions that is possible to identify from literature in policy evaluation methodology: the first 
is that policy evaluation is part of a broader frame known as policy analysis, and the second is 
that policy analysis implies several levels and structures, and one of them corresponds to policy 
evaluation.   
At this point, I will explain policy analysis methodology, and after, I will describe policy 
evaluation as one of its practical aspects. There are multiple perspectives oriented to explain 
what policy analysis is and these models commonly integrate qualitative and quantitative 
methods and move in a spectrum between positivists and constructivists paradigms. 
From a perspective closer to positivism, Stuart Nagel (2002) establishes that public 
policy analysis can be defined as the study of the nature, causes, and effects of alternative public 
policies. An important part of studying effects is using the information to evaluate alternative 
policies to determine which ones should be adopted (p.155). In this vein, Nagel integrates his 
revision of mathematical models, econometric, quasi-experimental, behavioral process, and 
multicriteria decision making. From this perspective, Nagel’s public policy evaluation “involves 
deciding among alternative ways of resolving controversies regarding what should be done to 
deal with economic, technological, social, political, international, and legal problems at the 
societal level” (Nagel, 2002, p. xi). This perspective has a high component on the search of 
alternatives to problems and the focus is oriented to solutions. However, considering that he 
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integrates several methods, there is no systematization in a comprehensive model for evaluation 
purposes. 
From a critical perspective, Rizvi & Lingard (2010) establish that through policy 
analysis, it is possible to comprehend policy content, “its related processes and its effects in 
order to contribute to making things better in educational practice, contributing to progressive 
social change” (p.50).  These authors attest that in liberal democratic societies there is a group of 
values that are structured. These values usually do not have determinant definitions, they are 
ambiguous and subject to interpretations, which make it the discussion object of political 
struggle. Inside this political discussion, within these trade-offs, the meaning of these values is 
redefined, restructured, or rearticulated, and it produces a process of “allocation of values”, 
where the dominant social imaginary (global and neoliberal) establishes the legitimacy for public 
policies (p.36-37). 
Rizvi and Lingard determine that the act of speaking about education implicitly involves 
“considerations about values”. According to these authors, the concept of education has 
normative implications, “it suggests that something worthwhile is being intentionally 
transmitted, and that something valuable is being attempted” (p.71).  From this perspective, they 
suggest that policymaking is fundamentally a political process, that “involves major trade-offs 
between values” (p. 72). Within this political process, there are negotiations and change 
dynamics that create determined policies and determined values. These authors argue that inside 
the trade-off processes, the meaning of the values is reorganized and redefined, in order that they 
do not become contradictory and to avoid the loss of policy legitimacy (p.72). 
Another aspect pointed out by these authors is that national policymakers align with the 
transnational space, which results in national policies being amended according to the 
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imperatives of globalization, affecting the values being negotiated at a national or local level.  At 
this point, these authors suggest that there is a global convergence of educational values which 
depict a tendency toward neoliberal social imaginary (p.72). In particular, they do not suggest 
that national or local values are abandoned, but these values are rearticulated and subordinated to 
dominant economic concerns. 
This critical perspective enlightens at least three interesting aspects. First, it establishes 
that an education policy requires a negotiation that implies trade-offs.  Second, during this period 
of negotiation, original values where the public policy was built are redefined and reshaped. 
Finally, these authors present a sociological perspective of policy evaluation, from where they 
incorporate “historically informed” data and draw “on qualitative and illuminative techniques” 
(p. 50). In practical terms, this perspective of education policy analysis concentrates on analyzing 
public policy in terms of contextual issues, the policy and textual issues, and the implementation 
and outcomes issues. 
Another perspective of policy analysis is the methodology developed by William Dunn 
(2011), from University of Pittsburg. This perspective can be defined as constructivist and offers 
two important aspects: first, it is mainly characterized by presenting a model and a 
comprehensive methodology to develop policy analysis; and second, it allows for the definition 
of practical strategies for policy analysis, depending on the needs of the researcher or 
organization.   
Dunn describes policy analysis methodology as an eclectic frame that allows researchers 
to use a wide range of scientific methods, both qualitative and quantitative. Through this method, 
Dunn searches for knowledge based on a multidisciplinary approach and oriented to practical 
59 
 
problems, highlighting these aspects as necessary to board “the complexity of public policy 
making” (Dunn, 2011, p. 4). 
Dunn describes 5 types of policy-relevant information, which can be described as 5 types 
of questions or problems in policy analysis: 
• Policy problems: What is the problem for which a potential solution is sought? Is 
it described as an “unrealized need, value or opportunity for improvement through a 
public action?” 
• Expected policy outcomes: What are the expected outcomes? 
• Preferred policies: Which policies should be chosen? 
• Observed policy outcomes: What policy outcomes are observed? 
• Policy performance: To what extent do observed policy outcomes contribute to 
reduce or solve the problem? 
The types of information or questions mentioned before are structured into a model and 5 
methods to guide the policy analysis (Figure 1): 
• Problem Structuring: These methods are oriented to create information in order to 
identify which problem to solve. 
• Forecasting: These methods are oriented to produce information about “expected 
policy outcomes”. 
• Prescription: These methods are oriented to provide information about which 
policy could be better in different contexts. 




• Evaluation: These methods produce information about the value of  “observed 
policy outcomes” and their contributions to policy performance (Dunn, 2011, p. 8). 
 
 
Figure 1: Forms strategies of policy analysis. 
Considering the approaches previously mentioned, and for the purpose of this work, I 
understand policy evaluation as a methodology of policy analysis, which allows for the 
articulation of different research methods and sources, in order to define a diagnostic about a 
public policy. The diagnostic obtained through this methodology is oriented to identify contents, 
effects, problems, and controversies on a determined policy within a context and period of time, 
with the purpose of establishing improvement possibilities, to support a social demand or to 
define the need of alternative solutions.      
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What follows is a critical evaluation of an education public policy, in this case, the policy 
that created the quality assurance system in Chilean higher education.  My methodological 
approach integrates two of the perspectives previously mentions. First, I will use the William 
Dunn perspective and from this model the methodological proposal will be oriented to elaborate 
a policy evaluation, in order to develop a policy performance analysis (Figure 2). Through this 
evaluation, I will explore and establish within the historical process of the quality assurance 
policy, the presence of factors, evidence, and elements that favor inequalities in the system.  
 
Figure 2: Evaluation and policy performance analysis. 
The second perspective I will use is the Rizvi & Lingard orientations for policy analysis. 
In relation to this proposal, this perspective contributes to deepening the understanding of 
contents and values defined for a public policy.  This document seeks to understand the values 
associated with the public policy since its creation and its evolution in three specific moments. 
This allows for the establishment of the changes in the definitions of the values in the policy, its 
focus, or its alignment with tendencies in other global policies. Finally, this analysis will 
determine which values are maintained or disappear, or if values hierarchies change. The 
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orientations given by these authors are divided into different types of questions for each issue 
defined (see Appendix A, p. 168). These questions can guide the content analysis of the 
documents in order to identify different type of contents and values.  
In summary, the articulation of these two perspectives provides a methodology and 
focuses the analysis on the values and their redefinitions. As will be explained further, this study 
will be oriented to building a case study focused on the policy of quality assurance in higher 
education, analyzing and comparing different moments of its development. Also, different 
sources and mixed methods will be part of the case configuration. 
Research Questions  
The initial question which motivates the bases of this study is related to my experience 
within the system of quality assurance for Chilean higher education. In this space, it was possible 
to perceive at the institutional level, the existence of an unequal relationship between the 
institutions and the accreditation normative apparatus during several years. This inequality, in 
my perspective, was present in several ways, depending on the type of institution (university, 
professional institute, or technical training center), the public/private character of the institution, 
or the particular status of the institution. My concern at that moment was to understand how this 
inequality factor could affect the students. 
These questions were derived after observing that institutions, public and private, with 
less status or prestige, with students from lower socioeconomic level, with low enrollments or 
poor outcomes, fail to reach minimal standards for accreditation. It is necessary to recognize that 
the impact of these results motivated important improvements to institutions, producing 
significant advances in quality and better administration. However, when the state-funded 
experimental process ended and after the establishment of a law, costs became an important 
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burden to some institutions. On other hand, many of these institutions were inexperienced in 
these processes, which meant they had to invest in advisors. 
Initially, from the perspective of someone specialized on the topic, with a technical 
perspective and being part of the evaluation side, I started with the question: What prevents 
subpar institutions from being excellent ones? Translating the question to a technical space, my 
interest was focused on understanding specific elements that can create specific difficulties for 
institutions to excel in the system, which goes far beyond their knowledge level about the 
accreditation process.    
This interest developed into a different question afterward: Is it possible that the system, 
in its construction, hosts specific problems for a specific group of institutions?  Initially, this 
difficulty was solved by the system through adaptations of the evaluation criteria; however, I 
think the phenomenon is still there: It is possible that inside the system there are specific 
inequalities that limit the results of certain types of institutions?  
This aspect is related with the work developed by Stephen Ball (1998), entitled “Good 
School/Bad School”, where the author problematizes the concept of a good school, particularly 
by establishing that the rigid parameters of evaluations are limited “to a set of simple 
performativities and representations” (p. 318)  Ball describes that schools in some manner refuse 
to be comprehensive and he describes them as a “bricolage of memories, commitments, routines, 
bright ideas and policy effects” (p.317), sometimes as incoherent institutions, contradictory, that 
change, that are influenced and regularly intervened. This view about the particularities of 
schools is related to what occurs in higher education institutions as well. There is a possibility, to 
some extent, that the orientations of the same system that evaluates institutions and their quality 
have factors that limit or impede certain institutions to obtain better results.   
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In this respect, the hypothesis established is that when the accreditation process was 
experimental, there were more guidelines to an integral system. The process was more 
constructive and aimed to add experience in a variety of institutions. However, after establishing 
the law for quality assurance (No 20129), the structure of the system reshaped the initial values, 
producing inequalities. After that, the recent law (No 21.091) has made the structure even more 
rigid and produced more constraints over institutions, which affect their results.  
After establishing this, the general question on this topic changed to: What factors in 
public policy, related with inequality, affects the results of universities in the system of quality 
assurance in Chile? 
Also, there are questions for each of the sources analyzed: 




• What are the characteristics of the universities system in terms of 
quality during the defined period? 




• What content or values in the three periods imply an effect of 
inequality for institutions? 
3. Cases of Broke 
Institutions 
 
• What disadvantaged characteristics present these institutions?  
• What aspects of their closing process can be attributed to 
inequalities in the system? 
 
After establishing these questions, it is important to state that it is understood that a 
system of quality assurance in higher education is not responsible for correcting or reorienting 
inequalities; however, it is important to acknowledge that it cannot become a factor that creates 
or accentuates inequalities.   
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Research Design and Methods 
The research design and methods proposed for this research are represented in the Figure 
3: 
 
Figure 3: Research Design and Methods 
The research design selected for this study proposal is based on qualitative research 
methods. This decision lies in the idea that this study is exploring a social and political issue, and 
its objective is to answer questions based on the interpretation of particular meaning of narrative 
and textual data (Creswell, 2009, pp. 4–9). 
This research design involves an advocacy and participatory paradigm that impulses 
research inquiry to participate in and intervene on political agendas and is issue-oriented and 
inspires change. This research perspective provides tools and empowerment to researchers and 
social actors to critique and participate on “issues such inequalities, oppression, domination, 




The central method proposed for this research is a case study, which for this case is 
defined as single-case study, the Chilean system for quality assurance in higher education.  A 
key aspect of this method is related to the definition of the boundaries of the case, as is suggested 
by the main perspectives on case studies (Stake, 1995; Yin, 2009).    
As is defined by Robert Stake (1995), a case is “a specific, a complex, functioning thing” 
(p. 2). He maintains that a case is a system, an entity, an object more than a process and has 
boundaries that are well defined and are specific. Another important view is raised by Robert Yin 
(2009), where a case study is defined as “an empirical inquiry that investigates a contemporary 
phenomenon in depth and within its real-life context, especially when the boundaries between 
phenomenon and context are not clearly evident” (p. 18).  As is possible to appreciate in both 
definitions, the establishment of boundaries of the case is considered a key aspect of a case 
study. In relation to this case, the boundaries are shaped around the Chilean system of quality 
assurance. In particular, on the policies, the objectives, and processes developed by the two main 
public institutions, the higher education institutions, policymakers, and academics. 
Likewise, this study is identified as instrumental case study, because it looks “to provide 
insight into an issue… The case is of secondary interest, it plays a supportive role, and it 
facilitates our understanding of something else” (Stake, 2000 as cited by Denzin & Lincoln, 
2005, p. 445). From this perspective, the idea is to build the case on the basis of different 
resources, using the historical and political background of the quality system, the documents 
created during the legislative process, the cases of institutions in bankruptcy process, the ranking 
of universities, and the like. For this case, the main question is the topical issue of the case, 




To build the case, it is necessary to articulate sources and data of different nature, both 
quantitative and qualitative, which allows for the integration of the data in a mixed methods 
perspective.  According to Jennifer Greene (2007), the use of mixed methods allows us to obtain 
a better understanding of a phenomenon than if we did it from a single methodological 
perspective.  From this viewpoint, the use of different sources allows for the improvement of the 
validity of the study by triangulation among different sources, allowing the researcher to craft a 
broader and more complex analysis from complementary sources that challenge the settled 
knowledge, and reexamine our political views and values to improve our dialogues (p. 98). 
The main 3 data sources proposed are the following: 
1. University Ranking vs Universities Typology Cross-Analysis: These data are 
obtained from the results of a previous work, that creates a comparative analysis between 
two classifications of Chilean universities. The first source is the comparison of 6 years 
(2009-2014) of the Ranking of Quality on Chilean Universities, where it is possible to see 
the position changes of universities during that period. The second source is the results of 
a typology developed by Torres & Zenteno (2011) about the diversification of HEIs in 
the system. Finally, the cross-analysis provides comparative results between both 
classifications and graphics with the evolution of the institutions’ positions during that 
period.  
2. Policy Documents: These data are part of the documents produced by state 
institutions and policymakers for the development of the national system for quality 
assurance during the three main stages: 
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a. Institutional development process: During this period, a series of documents that 
define concepts and models oriented to create accreditation processes and their 
institutionality is developed. 
b. The experimental accreditation: During this period, there are documents related to 
the processes in practice, redefinitions, and results, which are products of the first 
experiences of the accreditation system. 
c. The national quality assurance system: This period is defined by the creation of 
the system through the establishment of a law. The analysis of the law, evaluation 
documents, and outcomes is included in this period. 
In order to select documents for these stages, three criteria will be followed:  
a. Main source: The text is produced and published by the state.  
b. Secondary source: The text was produced by an international organization, a 
policymaker, or an academic.  
c. Tertiary source: The text was produced by a communication media.  
Content analysis will be used on all the documents following the questions and guidelines 
of Rizvi & Lingard (Appendix A, p. 168), and by calculating the representation of the 
concepts/values through coding and frequency analysis. The analysis process will be developed 
using ATLAS TI software. 
3. Three cases about bankruptcy institutions and their closing process: This data is a 
compilation of documents about three cases of private universities in the bankruptcy 
process. These cases occurred after 2012 and illustrated several adverse practices in the 
system and universities administration. As consequence, these closing processes implied 
state intervention, legal mediation, and detriment to students and families. The analysis of 
69 
 
these sources will be developed in the same form as the policy documents, in terms of 
data source selection, analysis, and use of software. 
Policy Performance Analysis 
The policy performance analysis will be developed through the criteria presented by 
William Dunn (see Appendix C, p. 173) and will inform the configuration of the general analysis 
and the final result of the evaluation. According to Dunn, in the case of policy evaluation, these 
criteria can work in a retrospective manner, which adjusts positively to the perspective of the 
historical analysis presented in this document (2011, p.321). 
Assumptions and limitations of the study 
This study assumes that a presence of inequality factors exists in the textual contents 
developed for the policy. From this point, this document aims to provide evidence of the 
historical-textual process of the system that shows that contents/values/orientations have had 
changes that promote or accent differences among institutions and the system. 
Another assumption is that the law was the beginning of a period of change for the 
system and for accreditation. Considering some undesirable effects after its introduction, it is 
hoped to provide evidence of those aspects of the law that creates the eruption of these effects. 
Moreover, it is necessary to differentiate those aspects produced by the higher education system 
in and of itself, and those that are created by the quality assurance system. 
The Chilean education system has produced an important amount of public information 
with the purpose to facilitate the discussion of different actors. Viviana Pitton (2012) has shown 
this through her comparative work of two education laws in Chile, highlighting textual analysis 
and the adjustments during the construction process of the policy (pp. 172-181). 
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An important concern of this study is related to building valid and reliable results. This 
basically means, on the one hand, the proposed methodology allows for the understanding of the 
phenomenon identified in the research proposal, and on the other hand, the possibility to re-
analyze the information and to identify similar aspects. Considering this, there are limitations to 
this study that can affect its validity and reliability, but these limitations can be addressed 
through the use of methodological strategies.    
According to Joseph Maxwell (2008), qualitative researchers are require to address 
specific validity threats to the conclusions of study, in particular he describes two broad threads 
in relation to qualitative studies: “researcher bias, and the effect of the researcher on the setting 
or individuals studied, generally known as reactivity” (p. 243). According to Maxwell, bias is 
related to distortions in the analysis that can be produced by the same researcher, related to 
his/her own theories, values or preconceptions. This author highlights that to address this 
phenomenon, it is necessary to integrate these aspects, clarifying the researcher’s values and 
avoiding being indifferent to them. In regard to reactivity, it is described as something that is 
presented as a threat in studies where the researcher can have an influence on interviewees or 
groups. 
A similar perspective is established by John Creswell (2009). This author recommends 
that several procedures be used by researchers in their proposals. In particular, Creswell suggests 
a procedural perspective in research proposals, as a mean “to identify and discuss one or more 
strategies available to check the accuracy of the findings” (p. 190). From this perspective, the 
researcher must use multiple strategies actively, in order to assess the accuracy of findings.   
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Bearing in mind the perspective of these authors, it is possible to develop strategies to 
minimize the effect of the limitations through the inclusion of the procedural perspective. In 
relation to the limitations of this study, it is possible to identify two main aspects: 
▪ Considering the exploratory nature of this study and the use of a new 
methodology, it is possible that this limits the depth of the results. However, there is a 
large amount of documentation and it is possible to develop a comparative process 
between the different moments, among institutions, and the results produced by the 
ranking analysis.    
▪ Another limitation is that this work will be done by one researcher. This limits the 
results and the possibilities to triangulate and interpret data. However, this can be 
compensated by adding an external reviewer to contrast findings and conclusions. Also, 
due to the different sources, documents, and data, triangulation can be improved by the 
comparison of the different sources. Also, my personal experience as an expert in the 
field can provide an insider’s view on the interpretations. 
As I have mentioned, considering that this research process and analysis have been 
developed by a single researcher, there are specific suggestions presented by Maxwell and 
Creswell to reach better levels of validity and reliability. In general, the strategies that can be 
used from a procedural perspective for this study are:   
• Triangulation: as the main strategy, triangulation allows the researcher to examine 
the evidence and sources in a convergent manner, which reduces the risk of researcher 
bias and allows him/her to build a coherent narrative directly from the sources’ 
perspective (Creswell, 2009; Maxwell, 2008).  However, Maxwell recognizes that 
triangulation is limited and does not reduce bias completely, therefore it is necessary to 
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search for adjustments and to maintain clarity during the analysis of the sources and to 
focus on the evidence that they provide (2013, p. 128) 
• Clarification of researcher bias: an open and honest self-reflection can give a 
clearer perspective about the researcher’s point of view and demonstrate from where 
he/she is interpreting the data, giving more validity to the results and the analysis of 
information (Creswell, 2009, p. 192).  In this case, it is necessary to establish my position 
as a researcher from the beginning, as a form to introduce myself as part of the narrative 
and to clarify the point of view from where I establish my conclusions. 
• Present negative or discrepant information: this strategy is key to test the 
researcher’s validity of interpretations, allowing for the researcher to find contradictions 
in the arguments, by putting in doubt and modifying the conclusions by contrasting them 
with discrepant information (Creswell, 2009; Maxwell, 2008).  The documents proposed 
as sources for this research contain enough information to provide counter views, which 
can improve the validity of the interpretations and conclusions. 
• Contrast findings with other researchers: this can be done by checking opinions or 
conclusions with another external researcher, as a peer debriefing or external auditor, in 
order to contrast the researcher’s interpretations and have an objective assessment of the 
questions, data, analysis and conclusions (Creswell, 2009, p. 192). In particular, this 
study is based on the work of a single researcher, so this introduces the need to include 
the participation of an external reviewer in order to add additional support to the analysis 
and conclusions. 
Finally, I consider this a very valuable topic in terms of the development of new 
analytical perspectives and a methodological basis to address modern public policies. My 
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expectation is, in a second part of this work, to develop an improved analysis through the 
integration of new data and sources to the case study, and creating a broader perspective in 
relation to this topic. 
Significance of research 
Considering the multiple forms in which inequality is rooted in the Chilean education 
system, is necessary to do alternative evaluation exercises that analyze and challenge the 
historical development of public policies. The impact of globalization and the neoliberal 
imaginary on the construction of new education structures demands for the analysis of their 
processes, negotiation, contradictions, and legitimacy, in order to identify possible undesirable 
implications on the results and demand for the fulfillment of their promises.   
This study aims to be another example of methodological exercises and public policy 
analysis, as a way to support the discussion and improvement of the system.  It has been 
established through recent diagnostics that despite the efforts of the state and the institutions, the 
results of the quality assurance system are not as good as expected; moreover, they are on a level 
that it is possible to recognize important advances, but it is still not a successful system. The 
participation of many institutions and programs is stagnant. There are flaws in the system that 
limit the participation of institutions and results. This dissertation provides an alternative 
evaluation that searches for other relationships, other results, and other variables that participate 
in a parallel manner in the system, but which are not reflected as part of the results of previous 




Chapter 4: Quality Assurance Policy in Higher Education: A Case Study  
 
As was mentioned in the chapter above, the methodology involves the analysis of three 
main information sources: 
1. University Ranking vs Universities Typology Cross-Analysis 
2. Policy Textual Analysis, following the guidelines of Rizvi & Lingard for policy 
analysis, in the three periods of the quality assurance system. 
3. Three case study about universities on bankruptcy situation and their closing process. 
Each source carries its own results, analysis and final remarks, which will be integrated 
into a final analysis, to obtain the results for Policy Performance Analysis - Case Study - through 
the criteria and questions developed by William Dunn (Appendix C, p. 173). 
For those sources which required textual / content analysis, the texts were imported into 
Atlas Ti software, and tagged according to the tags defined in Appendix B (p. 170). As a result 
of the documents selection, for Policy Textual Analysis a total of 18 texts were analyzed, and for 
the three cases of bankruptcy a total of 59 texts.  
 
Quality Rankings and University Typology: An Exploratory Cross-Analysis of Chilean 
Universities 
The methodology used in this proposal is based on a cross analysis between the ranking 
of quality of Chilean universities over a time-span of six years (2009-2014) and the typology of 
universities proposed by Torres and Zenteno (2011). By combining both in a comparative way, it 
is possible to identify whether there are specific characteristics of each institution that carry a 
larger weight in positioning them in the higher education system. 
75 
 
Both instruments are based on the comparison of institutions in order to create ordinal 
systems or categories. In this research, the convergence between both systems seeks to identify 
possible patterns which will allow for a better understanding of organizations and their positions 
on rankings beyond the explanation of quality by itself, but through other aspects of the system, 
such research, selectivity, size, accreditation, and the like. 
This cross analysis has two main data sources. The first is the “Ranking de Universidades 
Chilenas” (Ranking of Chilean Universities) developed by “Revista America Economía” 
(America Economy Magazine). Since 2009, this ranking has become an important source of 
comparison for Chilean higher education institutes (HEIs). Although there are other rankings 
available, the instrument developed by this magazine has been steady over time, and institutions 
acknowledge it as a valid source of recognition and information. As consequence, these institutes 
provide their official data every year in order to participate in the ranking. 
To analyze this information, data has been entered into a spreadsheet with the position of 
every university between 2009 and 2016. From this spreadsheet, I created a “variation index” for 
this period which reveals the rise or fall in ranking positions for every institution. This index was 
obtained by the difference between the position in 2016 and 2009, and shows the rise or fall of 
positions for every institution within this period.   
The second data source is the typology of Chilean universities developed by Torres and 
Zenteno (2011), which aims to provide a more accurate framework to better understand the 
current institutional diversity in the Chilean higher education system. Understanding this 
diversification is important on a historical-political level. With the installation of the national 
system of quality assurance in higher education, it is necessary to have more in-depth knowledge 
about institutions in order to create accurate mechanisms of evaluation according to current 
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phenomena and changes in national policies. It is in this context where Torres and Zenteno 
(2011) published their proposed typology as part of AEQUALIS, Foro de Educación Superior en 
Chile (Higher Education Forum in Chile) publication. In this volume, these authors introduce a 
comprehensive classification of 58 universities through variables and indexes, grouping the 
institutions into new structures.  
Torres and Zenteno (2011) divide their criteria into two categories: the primary criteria, 
which involve a general classification, and the secondary criteria, which create subcategories 
within the groups. The primary criteria have two components: the first is the “selectivity level” 
of students according to their scores on the placement test for university selection (Torres & 
Zenteno, 2011, pp. 19–20). This criterion contains two main groups according to the enrollment 
data from 2010, one with 27 selective universities and the other with 31 non-selective 
universities. 
The second criterion is related to “main institution functions”, which are those functions 
defined by the institutions as part of their basic purpose. Traditionally, these basic functions have 
been teaching, research, and academic outreach. For this typology, the analysis was centered on 
research because these factors can easily be measured. The results of this criterion were broken 
into three subcategories:  
• Research institutions: These institutions consider research as one of their main 
functions (Results: over 250 ISI publications, more than 5 doctoral programs, more 
than 20 Fondecyt (National Fund for Development of Science and Technology) 
projects with more than $2 million dollars over the last 3 years). 
• Institutions with research: These institutions have research, but it is not one of their 
main functions (Results: between 100 to 250 ISI publications, at least 1 doctoral 
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program, at least 5 Fondecyt projects with more than half a million dollars over the 
last 3 years). 
• Teaching universities with research: The main focus of these universities is teaching 
and research is seen as a secondary activity (Results: at least 30 ISI publications, at 
least 1 doctoral program, at least 3 Fondecyt projects with more than a quarter of a 
million dollars over the last 3 years). (Torres & Zenteno, 2011, p. 20) 
In relation to the secondary criteria, the size of the institutions and the accreditation 
level/period were considered. In regard to size, the number of students was measured, defining 
and classifying institutions with more than 15,000 students as major size institutions, and with 
less than 1,500 students as minor size institutions. This division generated two subgroups, one 
with 25 minor size institutions, and another with 6 mayor size institutions. 
In relation to the accreditation level/period criterion, two groups were created: 
high/medium (accredited for three or more years), or low (accredited for two or less years or 
non-accredited institutions) accreditation level. This creates two subgroups, 13 institutions with 
high/medium accreditation level and 12 with low accreditation level. A graphic representation of 
this classification can be seen in Figure 4; this figure has been reshaped from the original source 





Figure 4: Typology proposed by Torres & Zenteno (2011) 
Based on the data above, the results of the cross analysis will be given in the next section, 
where the position of each university and how each is defined by the typology is noted, as well 
as which typologies are most present in the determined segments of the ranking.  
Results 
 
  Variations of Institutions’ Ranking Positions Over a Period of Time 
The variation of university position results in the ranking can be observed in Figure 5. In 
this figure, each colored line represents a university, and the deviations of each line represent a 
rise or fall in the position of each institution in the ranking.  
It is possible to observe that the institutions which maintain the first positions in the 
ranking do not present significant variations during this period; however, in relation to ranking 
positions that fall, it is possible to observe important position changes for those other institutions 
over the same period. This finding is related to the affirmation made by Locke (2014), where he 
attested that the institutions that already have ensured their resources and a strategic position 




Figure 5: Difference in ranking position of Chilean universities between 2009-2014.  
Source: Revista America Economía (2009-2015) 
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An observation from the document suggests that those institutions that have a low 
position in the ranking during this time have slowly disappeared from this classification. It is 
possible that the institutions that are no longer on the ranking refused to send information to the 
magazine making the ranking, and from this action, it can be inferred that they preferred not to 
be part of a ranking if the ranked position is not good. This situation has decreased the number of 
participant institutions on the ranking from 60 universities to 32 between 2014 and 2016.  
Another important observation from Figure 5 is that the institutions seem to compete for 
positions within groups. For instance, it is possible to distinguish 4 different groups between 
positions 1-10, 10-20, 20-40, and 40-60. This distinction can be observed because there is a low 
exchange of position among these groups, that is to say, barely one institution crossed the line up 
or down among these groups.  
After this analysis, it was necessary to establish a variation index in order to identify with 
an absolute value the rise or fall in positions for each institution over this period. This difference 
is obtained by the simple subtraction of the positions in 2009 and 2014 in the ranking. If the 
outcome is positive, it means that the institution rose in position in the ranking, and if it is 
negative, it means that the institution fell in position. The result of this can be seen in Figure 6.  
 
Figure 6. Difference in ranking position of Chilean universities between 2009-2014.  
Source: Revista America Economía (2009-2015) 
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In this graph it is possible to once again observe the same tendency seen before, 
institutions that hold higher positions in the ranking also seem to show less variation over time 
(separation from the central line or value “0”). In this group, universities seem to hold close to 
the central line with only one exception (Position 6). Also, it is possible to observe that 
dispersion begins to increase after Position 10, with another increase after Position 20. 
Another result possible to observe from Figure 6 is that the highest number of wide range 
variations is located in the intermediate section (Positions 20-40). This means that more 
institutions rose or fell 5 positions within this group. This observation can be interpreted as in 
this group there is a competitive space where institutions can find wide mobility. In relation to 
this, it is also possible to observe that within this group, no institution maintained its original 
position or stood within the value “0”. 
Finally, between Positions 40 and 60, despite the fact that it is possible to find the most 
extreme values (+9, -17) in this group, in general, the variations are lower than the group above. 
This means that the competitiveness in this group provides less space for mobility than the 
intermediate section, where only one institution from this section surpassed the threshold of 
Position 40.   
In relation to this group, Mathias Gómez (2017) has pointed out recently that there is 
always a group of institutions in the system that has important economic issues that could imply 
a closing process. Furthermore, all the institutions that have been mentioned by the media in 
relation to this issue are located in this part of the ranking (Position 40-60). Also, two institutions 
that were part of this study are in a closing process, which began after 2014 due to bankruptcy 
and at least four others have been pointed out by the media to be in the same situation. 
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The information above suggests that competitive spaces are delimited and that 
universities can change positions between certain established limits; but also, they try to keep 
their position between those limits. In the two superior levels, the factors that determine 
competitiveness could be more defined or specified: research, number of publications, number of 
papers published, earned projects, and the like; however, in the two inferior levels, it is possible 
that competitiveness considers other factors (facilities, students, equipment, resources, and the 
like), which allow institutions to compete and to move to different positions in a wider space. 
Cross-Analysis 
As mentioned above, the results Torres and Zenteno’s (2011) study classify the total 
number of universities in 7 groups, as is depicted in Figure 4 in the white boxes. The summary of 
the overlay of both instruments can be seen in Table 1: 














Selective Institutions     
Research Institutions 5 1,2,3,4,10. 130,888 6-7 
Universities with Research 6 5,7,8,12,13,15. 81,345 5-6 
Teaching Universities with 
Research 
6 6,9,11,14,18,19. 105,966 4-6 
Teaching Universities 10 16, 17, 20, 21, 23, 
24, 26, 28, 30, 34. 
96,614 4-5 
Non-Selective Institutions     
Teaching 
Universities/Mayor Size   
13 22, 27, 31, 32, 35, 
36, 37, 38, 40, 43, 






12 39, 42, 45, 46, 47, 





Low Accreditation Level 
6 25, 29, 33, 41, 58, 
60. 
107,654+ 0-5 




One of the main results to observe is the influence of research as a factor of positioning in 
the ranking. There are only 17 universities identified by the authors as institutions that perform 
research, and these institutions are among the first 19 places in the ranking. Furthermore, there 
are only 5 institutions considered within the group of “Research Institutions”, and according to 
Torres & Zenteno (2011), these concentrated 65% of the scientific research in the country in 
2009 (p. 25).  Another fact that confirms this observation is that among the group of selective 
institutions that perform research, those that have research as a “main institution function” have 
the highest positions. By comparison, institutions that are defined as teaching universities have 
lower positions, even in the group of selective institutions. 
Another clear factor of difference that can be seen in the results is related with selectivity, 
which demonstrates whether institutions enroll new students based on the results of the national 
placement test. As can be seen in Table 1, selective institutions almost completely occupied the 
upper half of positions in the ranking. This result portrays a difference that is purely related to 
the effects on the marketing of the national placement test (PSU), which will be discussed in the 
next section. 
In relation to the size of the institutions, despite Torres and Zenteno (2011) proposal, it 
does not consider all institutions using this variable, nonetheless, it is possible to extract some 
conclusions by adding the data from the ranking of universities in 2014. In this year, it is 
possible to see that the first 10 positions in the ranking are concentrated by one-fourth of the total 
number of students enrolled in Chilean universities. The institutions that perform research are 
attended by almost half of the total number of national students, and particularly, the research 
institutions (5) enroll one-fifth of the total number of students. In terms of selectivity, the 
selective institutions enroll almost two-thirds of the total number of students. 
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In terms of accreditation, the national system for quality assurance in higher education 
established that institutions can be accredited for periods of 2 to 7 years. Although Torres and 
Zenteno did not consider this information for all institutions in 2011, it was possible to update 
and use the data available in the ranking of universities in 2014. When doing this, it can be seen 
that the research institutions have the best results in regard to institutional quality accreditation. 
Also, the selective institutions present more consistent results, with lower variation in terms of 
quality than non-selective institutions. 
Final Remarks 
In general, after reviewing all the categories and cross points between the two 
instruments, it is possible to conclude that research, the selectivity of students, and the 
accreditation level have a positive impact on institutions’ ranking positions. However, these 
categories are mutually influenced and require a deeper analysis to understand their impact 
separately.  
Regarding secondary conclusions, first, it is possible to assert that in Chile there is an 
unequal distribution of quality in higher education characterized by the history of institutions, 
geographic location, resources, and the socio-economic level of the students. Second, it is 
possible to notice the existence of a geography of Chilean higher education. This phenomenon 
has been described previously in the literature of global higher education studies, in relation to 
the influence of rankings at the structuration of specific geographies in higher education at global 
scale, shaping discourses and hegemonies about knowledge (Hazelkorn, 2006; Jöns & Hoyler, 
2013). Although is not possible to define from this research if rankings have influenced the 
system structure or vice-versa, is clearly possible to identify the existence of this geography at a 
national level.  
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In addition, according to the aims defined by this study, it is possible to affirm that the 
position of institutions in the ranking of quality is related to the categories in the typology of 
Chilean universities. The categories defined by Torres and Zenteno (2011) can be arranged 
within four groups: institutional purposes, type of students, size, and quality.   
The category institutional purposes is related to the institution definition about its 
primary focus, in this case about two fields, research or teaching. The results from these two 
instruments showed a positive link between better positions in the ranking and those universities 
that defined research as the main academic function or at least as part of their functions. These 
institutions were clearly better positioned that those institutions that defined their primary focus 
as teaching. This positioning in the ranking can be related to the funding received by institutions 
in relation to academic productivity: earned grants, published works, patents, and so forth. In this 
case is possible to conclude that research in Chile provides a better position in the context of 
national higher education, which is also related to better incomes, prestige, and university 
competitiveness.   
The category type of students is related to the results obtained by students on the national 
placement test (PSU) and whether the institutions have selection processes. The results in this 
category clearly show that the universities that have student selection processes have a better 
position within the ranking than those that do not. In relation to these results, it is important to 
point out that in Chile, students’ aspirations are mostly focused on entering selective universities, 
which is related to the social mobility character of Chilean higher education (González, 2014). 
Also, it is important to mention that the results of the Chilean placement test have positive 
correlations with students’ social-economic level (Muñoz & Redondo, 2013) and also with the 
students’ performance in university (Soria-Barreto & Zúñiga-Jara, 2014).  Considering these 
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factors, the PSU has been broadly discussed and criticized, because of technical issues and as a 
determinant of inequalities among students. In this vein, there is an important gap between 
wealthy and working-class students that can be represented in a difference of 150 points between 
the richest and the poorest quintile (Fossa, 2011). Moreover, there is a territorial gap in relation 
to the placement test results that has been portrayed as part of an unequal territorial development 
in education, where the Metropolitan Region attracts and concentrates the best national scores 
with an average difference of 43 points and the regions concentrate the worst performances on 
the exam (Mlynarz, 2014).  
The selection of students entails a series of differences in institutions’ performances. The 
universities that are able to attract the best results on the placement test usually have lower 
dropout rates and are not in need of investing in remedial programs to improve student retention. 
At the same time, these institutions enroll students with high social, economic, and cultural 
capital and good academic skills (self-driven study, writing reports, presentations) who do not 
require extra-hour support after class. In contrast, the institutions with no selection accept 
students that obtained low scores on the placement test or have low academic performance, 
factors usually associated with impoverished socio-economic conditions. Considering these 
factors, it is possible to conclude that the higher education institutions which have the possibility 
to select and attract the best students have better positions in the ranking. 
The category size is in relation to the number of students at an institution. The results 
show that the top 10 institutions and those that perform research show high enrollment, and that 
there is also an important difference between selective and non-selective institutions. However, 
the conclusion is that the high concentration of students does not constitute a special factor for 
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ranking position and can be considered more as a consequence that is probably related to the 
factors discussed above.   
It is important to recognize that size is the most variable factor over time, because 
students’ enrollment varies year by year and to establish the impact of this factor it would be 
necessary to analyze the enrollment evolution over time, which exceeds the information provided 
by the two instruments used and is considered as a limitation of this analysis. 
The category quality is related to an institution’s accreditation results. In this case, the 
relation between these two instruments show a clear difference among selective institutions, 
what is represented by incremental short ranges (4-5, 4-6, 5-6, 6-7). These ranges seem to be 
particularly related to the institutions’ research level, where the research institutions have the 
highest accreditation periods. 
The accreditation level of an institution appears to be related to the research level defined 
by Torres and Zenteno (2011), where the quality evaluation for accreditation purpose is highly 
impacted by the research performance of institutions. However, the quality results impact the 
ranking by themselves considering they are the main indicator. In conclusion, for this category, 
the quality of institutions is related to a better position in rankings, and particularly in the case of 
selective institutions.   
In relation to limitations, this analysis considered two unrelated instruments with 
completely different approaches to institution classification, exploring the possibility to expand 
the thoughts provided by the ranking results over a period of time. The results provided by this 
analysis present a better picture about the differences among institutions in the higher education 
system; however, these results can be improved in terms of data, accuracy, categories, and 
crossing points. The most important limitation is that this study does not provide substantial 
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information about the non-selective institutions. In terms of inequality and quality, these 
institutions are represented in the results as a blurred picture, producing, even more questions 
about the inequalities created by the system at this level and the performance of the quality 
among a specific group of institutions in relation to their students.    
However, this picture of Chilean higher education reveals how quality in the system has 
been built in an alternative way. Both instruments provide enough fundament to affirm that there 
are specific characteristics that are influential on the position in the ranking of quality; in 
particular, research and selectivity seem to have direct influence in positioning. In relation to 
quality, this characteristic seems to affect only selective institutions, which can mean that it is 
used more as a competitive factor by those institutions placed in the upper section of the ranking.   
Considering these classifications have the power to construct and reframe political 
problems, and thus to influence the design of higher education policies and the local systems 
(Erkkilä, 2014; Hazelkorn, 2014; Pusser & Marginson, 2008), the analysis of the ranking of 
quality has represented those factors that are currently the political orientations within the system 
and the influential actors (institutions or groups of institutions) in the local context. These results 
represent an initial topography about power and quality in Chilean universities, which help to 
comprehend the initial advantages mentioned at the beginning of this document, linked to 
traditional institutions, institutions’ groups (CRUCH), and geographical factors. Also, how 
quality is delivered by the system and the inequalities related to the access to quality by the 
students. This topography demonstrates that the Chilean system of higher education has become 




In other words, the structure itself carries unequal conditions where institutions compete 
in market niches for resources and sustainability, but this situation does not allow them to 
develop and perpetuate inequalities for the institutions and their students. The inequality 
configured here is different to the inequality in the 90’s, when the state’s focus was concentrated 
on the improvement of students’ access to higher education. It was at that time when the Chilean 
state begin to introduce new funding for higher education institution development (FONDEF, 
2017; MECESUP, 2017) and where the basis for the national system for quality assurance in 
higher education was created. In this context, enrollment rates began to grow, reaching a record 
number in 2016 with 1,161,222 students in higher education (6% of the population) (Consejo 
Nacional de Educación - Chile, 2017). This growth is due to the allowance of new students into 
the system, many of whom are the first members of their families to attend a higher education 
institution. This is a positive outcome, creating possibilities and social mobility that was never 
feasible before. Following this trend, new personal loans and the state funding support became 
part of this new market of higher education, which responded with an increase of offerings of 
academic programs.  
Finally, considering the information above, this analysis gives a glimpse at a new 
phenomenon in relation to Chilean higher education inequality at different levels. At the student 
level, it is possible to identify a secondary inequality, which is mainly related to the differences 
in the access to quality, where only a fraction of the student population can receive education in 
a quality institution. At the institution level, it is possible to identify a similar phenomenon that 
we can identify as a structural-institutional inequality, where the system supports and 
encourages those institutions that can reach determined characteristics, not considering the initial 
advantages in terms of quality, students, institutional complexity, resources, and market control. 
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For future studies on this matter, it would be interesting to include databases about the 
institutions’ research results divided by different criteria, such as impact, the number of 
publication by knowledge field, and grants in order to identify specific factors that impact these 
results. In relation to students, there is a large amount of information from Chilean public 
databases on education that can be added, in particular, it would be interesting to focus on the 
non-selective institutions with low accreditation results, in order to understand the divergence of 
quality in that context. In relation to institution size, future studies should consider a 
segmentation of institutions in their different campuses. Many institutions have installed 
campuses in other regions, adding more competition in regional contexts, increasing enrollment, 
and affecting the quality results in the accreditation process. This last factor is because 
accreditation in Chile considers all campuses as part of the same institution and evaluates them 
together. This usually affects the accreditation results, because secondary campuses have limited 
results in comparison to the main campus. In terms of quality, it would be interesting to create a 
related study that focuses on those institutions with high position variation during this period, in 
order to identify particular issues in the evaluation of quality in these universities that promoted 
that position change. The record of accreditation agreements from the National Agency of 
Accreditation could provide valuable information about evaluation aspects that were discussed 
for every accreditation process of an institution, which can provide a better understanding of 
those factors that produced the positive or negative change. 
The contributions of this analysis are varied and this information can be the basis for a 
deeper study of any of the categories presented above. In particular, Figure 7 (p. 80) presents an 
interesting background for a subsequent analysis that can focus on those institutions that 
increased or decreased several positions in the ranking during this period. 
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This information also provides important managing information for different institutions, 
allowing for the understanding of the current issues of competitiveness in the Chilean context. 
This can be helpful to define resources in institutions planning to establish special modifications 
and improvement plans. Finally, this analysis can enlighten new conceptions and categories that 
favor or impede the access to quality and the strategic positioning of institutions and their 
students within a system. 
Rankings will continue to be a part of the Chilean higher education context, but it is 
important to take into consideration the inherent inequalities and institution diversity factors 
when using their results. A position in a ranking is due to multiple factors, as shown in this 
study, so all of these aspects need to be taken into consideration when evaluating or analyzing an 
institution on a national or international scale.  
Policy Textual Analysis 
To carry out the analysis of education policy texts, three main documents were 
considered. These texts represent each of the three periods of the quality assurance system in 
higher education: 
a. The MECESUP Project: This project contains the foundations of the quality 
assurance system, and its main document is the project presented to the World Bank 
to request the loan for the improvement of higher education. It is thanks to this project 
that the experimental accreditation processes are founded around 2004.  
b. Law No 20.129: The main document in this section is the part of the law that 
established the quality assurance system in higher education in 2006. In this period, 
the experimental process ended, the private accreditation agencies appeared, and the 
aforementioned cases of corruption were exposed. 
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c. Law No 21.091: The main document in this section is the body of the higher 
education law, whose purpose is to restructure the system, and which also includes a 
reform of the quality assurance system. 
To analyze this information, Rizvi & Lingard's (2010) Policy Analysis model was used. 
These authors developed a set of questions that seek to evaluate the text structure and content, 
where many aspects come together: history, discourse, text, interests, structure, resources, 
implementation, and results. According to the authors:  
We have then located questions against these issues and also attempted to suggest the 
need for a deparochialized disposition and global outlook in asking and answering these 
questions. As a multifarious activity, policy analysis need not, of course, address all of these 
questions at once, but may focus on a selected set: much depends on both, the purpose of 
analysis and the position of the analyst. For example, research might focus on the ‘origins’ of 
policy, textual analysis of a policy or policy outcomes through implementation. (p. 52) 
As the authors suggests, the documents do not necessarily have to answer all these 
questions; each text can by itself solve a set of these questions or be focused on a particular 
topic. Additionally, it is important to point out that the present analysis seeks to study how the 
texts’ definitions have evolved and how these changes can affect the system in terms of 
inequality. In this case, the analyst’s position is that of a participant in the system; it is an internal 
perspective from which not only the system’s benefits are understood, but also a critical view of 
its implementation and results is taken. 
In order to identify the text fragments that could answer the questions, a group of labels 
was created; each of these is associated to the questions outlined by these authors. Then we 
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labeled the text fragments related to the various policy issues and the questions, as a way of 
simplifying content identification (see Appendix C, p. 173). 
This method was applied in each of the main documents mentioned at the beginning of 
this section as well as in other documents that complement the policies. The idea was to know if 
the focus of thematic or textual content varied among legal documents of different years, so as to 
identify an allocation of values within this period. All this agrees with what Rizvi & Lingard 
have described as a “critical analysis of actual policy texts,” since these questions aimed to 
decode certain aspects related to the document, such as the text and the language, and also to 
understand how the policy ultimately commands and instructs (p. 53).   
In the following section, we present the results for the different policies analyzed through 
the various policy issues while attempting to answer the questions proposed by these authors. 
Results 
a. The MECESUP Project 
The Program for the Improvement of the Quality and Equity of Higher Education or 
MECESUP (Higher Education Improvement Project) was developed in 1999 (World Bank, 
1998). The program is described as an initiative from the Ministry of Education to improve the 
quality of Chilean higher education institutions. This was to be achieved through three strategies: 
first, by establishing a competitive fund for higher education institutions in order to improve 
infrastructure, technology, and faculty capacity; second, by developing a quality assurance 
system for undergraduate and graduate programs as well as for other institutions so as to improve 
the country’s academic supply; third, by the carrying out of studies aimed at informing 
authorities’ and students’ decision-making in higher education. The end date of this program’s 
first version was set for 2004. 
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For the analysis, the project is divided into two comparable perspectives. On the one 
hand, the project presented to the World Bank; and on the other, the public information presented 
by the program. The two perspectives will be contrasted for each policy issue in order to verify 
the coherence between the definitions of both perspectives. 
According to the Policy Analysis model proposed by Rizvi & Lingard (2010), the 
analysis must first consider this policy’s context and background; in their own words, it must 
consider “issues of historical, political, and bureaucratic origins.” The World Bank describes the 
context of this project as strategic, and considers it a contribution to “upgrading Chile’s human 
capital, with a view towards improving the country competitiveness in the international arena” 
(p. 2). Such a description is all the more valuable considering that World Bank identified that 
during that period there was a complex deregulation in the higher education system, with low 
contribution of the state to finance the sector. The same institution also acknowledges that higher 
education is a key sector that requires urgent reform in terms of equity and quality problems if it 
wants to compete in the global context, contribute to the regional development, and participate in 
international cooperation. 
In terms of its public information, the program’s stated objectives are the following: 
• Fostering the system’s equity as well as the improvement of students’ support. 
• Promoting the development of high-level human resources, graduate studies, and 
research. 
• Promoting the improvement of the quality and efficiency of higher education. 
• Encouraging links between higher education and the regional and national 
development. 
• Promoting a proper articulation and coherence in the higher education system. 
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• Aiming to develop the aforementioned objectives in line with the internationalization 
processes (MECESUP, 1999). 
During the design phase, the program identified three basic problems in the system: the 
low quality and relevance of the academic supply, the lack of equity to access the system, and 
the dearticulation among higher education levels. However, finally the system focused on quality 
and expanding the system’s academic supply. 
What we see then are two perspectives of the problem. For an international organization 
as the World Bank, the problem and the context are the low competitiveness in terms of human 
capital. On the other hand, for the public system, as represented by the MECESUP Project, the 
problem and the context are the low quality of the academic supply. Although both perspectives 
are closely linked, we can observe a contrast in the value approach to the topic, that is, the 
foundations of a global policy on one side, and on the other, the foundation for the 
implementation of the policy at a local level. 
Regarding the connections to “Discursive formation of policy and policy problem,” we 
can argue that this topic is part of a globalized discourse and that the problem has been framed 
differently at the national and international spheres. Nevertheless, both approaches have a similar 
end: the improvement of human capital to increase the country’s competitiveness. On the basis 
of the objectives set forth in the MECESUP Project, topics such as equity and improvement in 
the development of human capital are integrated. At that time, these issues were addressed 
through strategies that could improve the access to higher education, such as facilitating the 
financing through credits and funds supported by the state. These strategies were quite successful 
in increasing the access to higher education, as shown by the following figures: in 1990, the 
enrollment in undergraduate programs reached 245,561 students, which represented a 50,000 
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students increase since 1983. From 1990 to 2000 enrollment reached 435,884 students, while in 
2018, it almost tripled, reaching 1,176,915 students.  
In terms of “Textual Considerations,” the project’s public relations to inform about the 
policy was not openly expanded to citizens. Rather, the project remained within a political sphere 
and that of higher education institutions (from which the benefits to students would be extended). 
On the basis of the text’s linguistic aspects, it can be identified that its focus is calling 
stakeholders and informing them about the project, the institutions that will be built for its 
execution, and its benefits for the higher education institutions and their students. These aspects 
are coherent with the statements of the World Bank (1998): “This would in turn bring about 
broad economic and social benefits. More and better qualified graduates in general, and more 
graduates from relevant fields in particular, would increase and improve the human resources 
pool, enhancing production, productivity and competitiveness” (p. 9). In textual terms, it is 
oriented towards specialists in the field of higher education, stakeholders, and policymakers both 
from inside and outside the state, which assures the creation of a network for policy production. 
In “Policy Structuration,” the questions posed by these authors once again emphasize the 
presence of the role of international agencies. In the text, the World Bank clearly suggests the 
strategic choices that the state must make in order to implement the project: 
The strategic choice, consistent with Chile's market-based economy and limited role for 
the state, is to support a state with a more active role in policymaking and regulation. 
Thus, the main role of the state would be to set a framework that levels the playing field 
for HE institutions (World Bank, 1998, p. 8). 
In the case of the project’s public information, at the national level, the presence of the 
World Bank was seen as vague, as the structure does not demonstrate any articulation with the 
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global world; in contrast, it insists in presenting the project as a necessity related to the system’s 
weaknesses, which, in its view, will be overcome by introducing quality and equity. What we see 
here is clearly a rationale associated to globalization processes, as the purposes of the project are 
in line with the World’s Bank agenda in issues that aim to support the strengthening of human 
capital, falling under the project-types called ‘Sector-related Country Assistance Strategy 
(CAS).’ 
Concerning “Resource Issues,” financing for this project was approved by the World 
Bank, with a total amount of around US$145.45 million. These funds were allocated for the 
project’s Stage 1 (2000-2004) mainly to create the competitive fund for higher education 
institutions, which was in turn allocated at the initial stage for the improvement of academic 
infrastructure and generation of capabilities. As a result of this process, in 1999, 59 institutional 
projects were awarded, which were distributed among 25 universities—mainly state-run and 
members of Chile’s Council of University Presidents (Consejo de Rectores de Chile). 
Finally, in terms of “Implementation and Outcomes,” if we consider the aforementioned 
results, these can be evaluated as successful. From its first implementation, the project was 
extended to create two more stages. All of them focused on strengthening institutions, their 
infrastructure, and their academic areas, which would in turn impact their students’ education. 
The project’s stages and objectives were the following:   
• Stage I (2000-2004): Recovery of academic infrastructure and generation of 
capabilities. Strategy: Competitive Fund (FC) 
• Stage II (2006-2008): Academic innovation and results. Strategy: Academic 
Innovation Fund (FIAC) and Pilot for State Universities’ Performance Agreements 
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• Stage III (2012-2016): Institutional strategic support. Strategy: Performance 
Agreements in the Humanities, Social Sciences, and Arts as well as Performance 
Agreements in Priority Areas (Reich, 2016, p. 16). 
Even though this policy can be characterized as heavily “Material”—as it was based on 
an international loan, and its implementation was focused on the solution of an important 
pragmatic component (improvement of infrastructure, processes, and teaching)—it is important 
to point out that its symbolic component remains intact. The rationale that these actions are being 
developed to increase equity and quality is behind every stage of the project. In addition, it is the 
basis for the future construction of the state institutions that support today’s accreditation of 
higher education institutions. 
Whereas it could also be argued that this is a “redistributing” type of policy since it seeks 
to level the field for higher education institutions, this leveling is not done equally. As explained 
previously, the access to the project’s first stage involved many state universities and members 
of Chile’s Council of University Presidents. Although these are certainly highly prestigious 
institutions, there are others in the same council with poor results, which shows that, at the time 
there were tacit privileges installed in the system in terms of awarding state funds. 
The implementation of quality-oriented projects required a profound change in 
universities’ institutional culture and also an increasing expansion of discourses pertaining to the 
quality and improvement associated to accreditation. One of the project’s results was the 
implementation of the experimental processes to evaluate institutional quality and accreditation. 
In fact, this became the first state milestone that focused on generating experience for these 
processes. The MECESUP project brought about the financing and impulse for the increasing 
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development of the system; it is in this experimental development where the discourse and 
practice of quality was installed as the basis for its formalization in future laws. 
b. Law No 20.129  
Law No20.129 was passed on October 23, 2006 (Ministerio de Educación de Chile, 
2006). This law was crucial for experimental processes of accreditation for programs and 
institutions, and it became the milestone that would organize the system. This law was created in 
order to establish the System for Quality Assurance in Higher Education in Chile, which defined 
the institutions and the methods that would be used for its implementation. It also aimed at 
creating a technical reference for the higher education system, as it explained how the quality 
assurance processes would work and who would be those in charge of enforcing them. 
Context analysis on the basis of the authors’ perspective (Historical, Political and 
Bureaucratic Origins) showed that this law is the result of the previous work done in 
MECESUP’s Project, which laid the basis for forging the experimental accreditation processes. 
This law articulates four main sources: the impact of international policies on higher education 
issues, the development of the MECESUP project, the Constitutional Organic Law for Education 
(LOCE), and the experimental processes for quality assurance, which are analyzed further below. 
Concerning the international influence, the World Bank and the OECD were the main 
agencies in promoting progress in quality assurance on the basis of the principles set forth in the 
Bologna Agreement and the Tuning Project. At the national level, the efforts made to pass this 
law can be attributed to the Chilean State; there was also a high level of participation of the 
academia and policymakers, who ensured their continuity from the beginning of the MECESUP 
Project.  As for the Constitutional Organic Law for Teaching (LOCE), this law’s passing 
introduced modifications in terminology, which may have prompted the need to improve the 
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definitions and terms that were to be later applied in the subsequent Law No 21.091. Finally, in 
relation to the experimental processes—and after the authorization and monitoring of higher 
education institutions that had been done since 1990—in 2004, the first process leading to 
accreditation was carried out for one undergraduate program. This law is the result of the 
sixteen-year-old joint experience of two quality assurance agencies. On the one hand, there is the 
system that certifies and authorizes the autonomous functioning of institutions; on the other, 
there is the system that certifies their quality through accreditation. 
In terms of the law’s text, concerning the “Discursive formation of policy and policy 
problem,” as defined by the authors, the text does not reveal a global discourse. This could be 
explained by the fact that this law has a limited discourse range given its technocratic character, 
that is, it is a law that seeks to implement a system and found its practical execution. These 
characteristics determine the problem addressed by this law, which is creating a formal system 
that is able to articulate a regulatory framework, practical mechanisms, and the dissemination of 
quality practices among institutions. 
One of the highlights of this law that falls under the “Textual Considerations” is its strong 
mediatization. Its promulgation was a milestone expected both by the institutions and 
policymakers, since it marked the beginning of a new stage: Processes were formalized within a 
legal framework and were also articulated with international evaluation processes (i.e: 
INQAAHE evaluations, The ARCUSUR Agreement). Another important textual consideration is 
that this model’s construction legitimizes what was learned in the experimental processes by 
replicating the learned processes and mechanisms in the practices of the new commission. 
On the topic of “Interests involved and underpinning the policy,” this law had widespread 
approval from many sectors, both in and out of the state, and it was unanimously approved by 
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congress. Moreover, since the model was built through the participation of institutions and 
hundreds of faculty members, the law was vastly acknowledged (Comisión Nacional de 
Acreditación CNAP, 2007, p. 61). One of the surprising aspects in its promulgation was the 
inclusion of private accreditation agencies, which required a significant adjustment and 
monitoring period to be able to execute the processes carried out by the state agency by 
themselves. It is believed that such inclusion in this law was insufficiently supported, as it was 
simply based on the diversification of the evaluation processes with entities outside the state. It is 
also hypothesized that during the negotiation processes a door opened for private organisms to 
lighten the load of the state-conducted evaluations as well as to create a competitive market 
system so as to strengthen the progress of the quality processes. 
Regarding “Policy Structuration,” an aspect that was already discussed is that the legal 
document’s structure is based mostly in all the former experience gained in the experimental 
processes. Some of the documents’ highlights are areas such as the commission’s structure, and 
the accreditation processes of institutions as well as undergraduate and graduate programs. Other 
sections are the public information and accreditation agencies supervising mechanisms, and also 
the regulations associated with the control and sanctioning in case of committing an offense. The 
rationale that supports the text seeks to legitimize a system and its practical function in order to 
set up a valid structure for the promotion and administration of these processes. 
Another aspect asked to the text is that of “Resource Issues.” In relation to the mobilized 
resources for this law’s implementation, it should be noted that a significant state budget was 




As for “Implementation Strategies,” these varied due to the policy’s two-fold character: 
symbolic and material. On the one hand, the law is perceived as a sign of the system’s progress 
and also of its consolidation through the establishment of legality. On the other, the law is 
perceived as a material orientation in the creation of the organization’s structure and its 
processes, which allows for a pragmatic application of the law. The process that led to the 
consolidation of the law and its resources was extensively validated by the long previous 
institutional process, the participatory strategies, and the call for institution participation. The 
value of the improvement of the Quality of Higher Education was widely promoted as a 
motivation for institutions, faculty, and the general public; it assured that this system would 
allow for a more efficient allocation of resources, strengthen institutions, and benefit students 
and their families.  
Finally, from the perspective of “Policy Outcomes,” when it comes to the development of 
the quality assurance processes, this law can be considered at an intermediate level. The system 
implemented by this law administered the processes that had been created by the experimental 
system, with the corresponding adjustments and variations. In addition to this, the role of 
agencies and their processes was constantly questioned, and opportunities for corruption were 
generated when some institutions paid the acting president at the time for their accreditation 
processes. Thus, although the system was consolidated, it did receive a heavy blow that kept it 
under constant criticism from the media. 
c. Law No 21.091 
Law No 21.091 was promulgated on November 11, 2018 (Ministerio de Educación de 
Chile, 2018b). This law covers the full higher education system. While the focus of this research 
is on the evolution of the changes occurring in the National System of Quality Assurance, it 
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should be noted that the topic of quality of education is fully present in this legal text and that in 
fact, this particular feature becomes one of factors motivating its development. 
When analyzing this law through the questions posed by the authors, it is possible to 
realize that the text answers five of the categories presented as Policy Issues. The categories were 
mainly those related to the context (Historical, Political and Bureaucratic Origins), and also to 
the issues, which have to do with the text (Discourse, Interests, Structuration, & Resources). 
In terms of the context-related aspects, this law is a categorical response to a deregulated 
system since 1981’s law, when the two aforementioned processes of expansion of HEIs took 
place. These processes were characterized by the opening of new institutions, and the expansion 
of campuses and programs throughout the country. Additionally, the law is a competent response 
to the corruption events that occurred after the promulgation of the law that created the system of 
quality assurance of higher education in 2006. Ultimately, this newer law is a document that 
revises and also articulates former laws, their stakeholders, and the context needs. 
In turn, this law seeks to amend a system that suffered an uncontrolled expansion under 
market parameters. It does so by providing a reordering that reestablishes the system’s 
boundaries and brings control back to state-run institutions.  This is because the law 
acknowledges that the market was neither a regulatory entity nor a quality provider for the 
system, but instead, it focused on the generation of profits for education providers and 
consequently left beneficiaries unprotected. 
Furthermore, this law includes a new aspect in the system: It establishes the gratuity of 
higher education (subsidizing the demand) for every student who attends the institutions meeting 
the established quality requirements. Gratuity is implemented through state financing for all of 
these institutions. This is an important factor within this framework, since it implies the 
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allocation of significant state resources to public and private higher education institutions; in 
turn, this justifies the law’s particular emphasis on the control of these institutions. 
In terms of context, this law shows three very apparent aspects: 
• Within the full body of the text, this law shows how it articulates with the previous 
legislation; this is done by revising previous texts and eliminating, merging or 
redefining actions set forth in those texts so as to rearticulate the new system. 
• This law outlines the stakeholders that participate in the system. It creates two new 
organisms in state institutions: the Superintendence of Higher Education—whose 
purpose is the control and monitoring of the system—and the Subsecretariat of 
Higher Education, which is in charge of helping the Ministry of Education to develop 
policies for the system. In addition, the law defines (1) the role of the organisms that 
control the system’s quality and the formation of their board of directors, and (2) the 
function of universities in the system and their duties. 
• The law aims at meeting specific needs: system structure, control of the system’s 
functions, and consumer protection. The first two have already been briefly described. 
In terms of consumer protection, this law seeks to provide a structure that restores 
trust in the system. The Superintendence is a state control organism in charge of 
responding to the public, students and their families in the face of possible 
irregularities institutions may incur in. Through this law, the idea is to provide 
transparent information, demonstrate that the state provides organization and structure 




Regarding text-related aspects, the “Discursive formation of policy and policy problem” 
dimension shows a concept and political discourse oriented towards problem resolution, with an 
important influence of a globalized discourse.  
In this framework, the problem has two main viewpoints for the system. On the one hand, 
there is the image of deregulation of the higher education market and the questioning of the 
system by citizens. Both the inorganic growth and corruption brought about mistrust in a system 
that was perceived as solid in the public sphere. A subjective trust in its performance had been 
built, but it was heavily affected by the scandal of the quality certifications manipulated by the 
president of the National Accreditation Commission. On the other hand, the latter affected the 
commitments and progress made by the country in terms of the improvements to the system of 
higher education; as mentioned in previous sections, the quality assurance system was created in 
articulation with the process of Bologna and the Tuning project. Both processes were the basis 
for the system’s structure that was presented to the World Bank (1998) for funding, and the 
following signing of agreements with OECD (2004) for improvements to the national education 
systems. 
The law establishes a reaffirmation discourse in relation to essential aspects so as to 
restore the former trust foundations, both with citizens and the international sphere. It also 
establishes that higher education is a right that must be at every person’s reach and that it also 
fulfils a social role whose end is knowledge generation and the shaping of whole persons 
(Ministerio de Educación de Chile, 2018b, p. 1). Moreover, the construction of an institutional 
structure for the system’s supervision aims at showing a national and international sign that the 
system has in place a level of control on its processes, and therefore, that the trust gained in 
previous processes can continue to exist.  
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Another text-related aspect is connected to the “Interests involved and underpinning the 
policy.” In this perspective, we see a definition of the establishment of Chile’s Council of 
University Presidents, an entity that assembles the main Chilean universities, which historically 
have benefited from the state and its policies. This council brings together public and private 
universities, and thanks to this law, it redefined its closed constitution (25 universities) by 
opening the possibility of membership to new institutions. Even though this new group of 
institutions has made substantial criticisms to the implementation of gratuity and that of the law 
itself, it has benefited from the law through financing and the reaffirmation of their constitution 
as part of the legal text. This widely reaffirms their participation in the system and situates them 
as stakeholders who play an active role in the system’s definition.  
In the text a “Policy Structuration” is also detected. This has been partly discussed and it 
relates to the law structure’s willingness to articulate different aspects: institutional and 
conceptual definitions, articulation with other laws, and definition of control mechanisms. In 
general, the law defines the system as a whole, so it becomes a text that satisfies the multiple 
system dimensions as well as the stakeholders. 
The text makes a general reference to “Resources Issues,” which identifies the changes 
made to part of the legal texts preceding this law. In some cases, it is reported that there was a 
complete substitution of articles in preceding laws; in others, the actions determined in the latter 
are redefined. The legal text also defines the financing of the new state organisms, which derives 
from the state’s budget and the benefits due to international contributions. 
In relation to what the authors describe as “Implementation Strategies,” the operation has 
been quite similar to what was discussed for the previous law, that is, it has been characterized 
by a strong media component. In turn, as a symbolic component, we can see the system’s 
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recovery towards a better quality level as well as a strong demonstration of state control. As a 
material component, the previously represented structural definition appears once more, in 
addition to the control and transparency procedures.  
The value established in this new legal document is also related to Quality of Higher 
Education, but this time such quality is associated with a better control on the part of the state 
and the strictness of regulation enforcement.  
Given the short time that has passed since it was implemented, it is difficult to evaluate 
the outcomes of this law. However, it has been possible to observe its initial impact on the 
system’s institutions. One of the first consequences has been the closing of agencies and some 
higher education institutions. Another consequence is that the system will allocate research 
resources only to those institutions that include that evaluation area in their accreditation 
processes. As a result, what may happen is a greater differentiation between institutions that 
carry out research and those which only teach; in turn, this differentiation will further promote 
the distribution of quality in those universities that already have an advantageous position in 
research. Finally, institutions that are not accredited in the first semester of 2019 must close 
enrollments in priority programs such as medicine, dentistry, and all the areas linked to 
education. 
Final Remarks 
In broad terms, it can be observed that this law’s main objective is to carry out a 
redefinition of the higher education system; however, this redefinition constitutes a revision to a 
system that needs to return to its position of importance. The law contains a notorious political-
practical response to an issue of lack of trust at different levels, ranging from the international 
sphere to Chile’s citizens; it also reinforces and specifies a control system that brings the quality 
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of the system to its place of importance. Finally, the law seeks to be perceived as a competent 
solution against the aforementioned problems, to demonstrate that a strong state exists, and to 
show that there is an agreement between the institutions and its stakeholders to ensure its 
continuity. 
Concerning the Quality Assurance System itself, this law defines five state institutions as 
part of this system: the Ministry of Education, the Superintendence of Higher Education, the 
Subsecretariat of Higher Education, the National Council of Education and the National 
Accreditation Commission. The system’s functions remain the same, and the law maintains the 
appointment of commission members according to specific representation criteria per institution 
type. The main structural change has been the elimination of Private Accreditation Agencies, 
which previously evaluated undergraduate and graduate programs. These changes significantly 
reduced the number of accreditation processes and forced the closing of all private accreditation 
agencies that had been created and authorized by the former law.  
Thus, the new law establishes that the accreditation of undergraduate programs is 
maintained only in priority programs such as those of health and education. In addition, the 
accreditation of all higher education institutions is now compulsory. This last modification 
eliminates the situation of those HEIs that obtained autonomy without future involvement in 
accreditation processes. The latter is seen as a heavy blow to the higher education institutions 
that remained outside the quality processes; in a short time, it has brought about institutional 
merger processes, student relocation, the closing of undergraduate programs enrollments, the 
bankruptcy, and even closure of some institutions. In fact, this has endangered the survival in 
short term of at least 15 universities, with five of them already closed since 2018 (Ojeda, 
Villalobos, & Zamorano, 2018; N. Ramírez, 2019). 
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Case Study on Bankruptcy Institutions 
This section will analyze three cases of universities that were closed by the system of 
higher education due to financial, administrative, and quality issues. First, we will provide a brief 
history and characterization of each; then we will present an analysis of their accreditation 
documents overtime; and finally, we will discuss their closing process. The discussion of these 
aspects will be able to shed light on how the eventual closing took place, as the process 
articulates three elements: the initial statement of institutional purposes, the quality process that 
led to the university’s autonomy, and the contrast between these two with the reasons leading to 
the closing of the institution.  
 
Why these institutions?  
According to university rankings, these institutions were identified as part of the group 
with the worst results. In general, they ranked among the last positions (40-60) and also obtained 
variable results in their accreditation process. For instance, they had a weak financial and 
administrative situation that finally caused their bankruptcy and closing. In the three cases, the 
Chilean state had to intervene by developing an insufficiently planned process in order to answer 
the public opinion, students, and their families. On a personal note, my job at the National 
Commission for Accreditation allowed me assist all of these institutions by accompanying 
committees of evaluation peers in some of the accreditation processes. The key question I asked 
myself then as a necessary inquiry for my job was: What prevents bad institutions from being 





1. Universidad del Mar 
History 
Universidad del Mar was founded on May 31, 1989 by a private corporation 
(Corporación Educacional Mar Futuro) and began its academic functions in March 1990. In 
1993, the university decided to participate in the process to obtain institutional autonomy with 
the Higher Education Council, and after ten years of evaluation and monitoring it was 
proclaimed an autonomous university at the beginning of 2002. From that moment, the 
university is allowed to open academic programs and campuses without consulting the state.  
In 2003, the institution expands and sets up 15 university campuses in 8 regions of the 
country, which is an action that is proudly stated in the university's institutional presentation: 
"From 2003, and in response to the government institutions call for increasing and 
 facilitating access to higher education as well as collaborating in the decrease of inequity 
 in the access and opportunities of youth to professional training, Universidad del Mar 
 gets closer to those places and regions (8) where it can collaborate in this challenge” 
 (Universidad del Mar, 2015a). 
 In its Mission Statement (Universidad del Mar, 2015b), the university also presents a 
discourse associated to the regions' development, the preparation for highly qualified 
professionals, with a high ethical and social calling.  
 In practical terms, the mission statement defines the student population it targets, which 
is the university's market segment, and some value components it intends to instill in its students. 
When characterizing its students, it declares that "our students are Chilean or foreign-born that 
have graduated from secondary school and people from the job market that have diverse abilities, 
trajectories and interests, which makes us an inclusive university" (Universidad del Mar, 
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2015b).  Furthermore, it declares that its role makes the access to higher education possible for 
those students in vulnerable social sectors. Although the rationale for the latter is not explicit in 
its mission statement, this greater access for that specific population occurs because this 
institution does not carry out a selection process, as most universities do. Consequently, it was a 
priority option for those students who, due to their poor academic results were unable to 
participate in the selection process in other universities successfully. Ultimately, this rationale 
becomes the basis for a target in the education business, which is students from low-income 
families with low academic results.   
The statement also points out that the university offers online and face-to-face courses as 
well as day and evening programs, which opens the market to students that work in the day and 
want to study at some institutions in the evening. Furthermore, the institution defines the type of 
market where it wants to compete by identifying as a “teaching university.” This implies that it 
does not seek to promote research as a university role. It adds that by being “present in different 
regions of the country it identifies as a national university. The teaching-learning activities are 
carried out in classrooms and face-to-face communication environments in daytime and evening 
schedules, in learning communities via electronic platforms of synchronic and asynchronous 
communication” (Universidad del Mar, 2015). This part of the statement necessarily implies that 
it set up to compete at a national level with an expansion in regional capital cities and other 
urban centers. Finally, in value-related terms, it declares having a regional, inclusive, pluralist, 
solidary, humanist, and innovative character. 
Results on Quality Assurance Processes 
• Autonomy process result - January 31, 2002: The university is proclaimed as 
autonomous by the Higher Education Council after seven evaluation processes. The 
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main aspects that are recognized in the public report of these processes are the 
following: the declared institutional purposes are transparent and allow an adequate 
orientation of the system. It is also stated that the university has in place an adequate 
governance system, with authorities possessing a good academic level. There is a 
proper amount of faculty and administrative personnel, which are properly 
coordinated for the development of academic activities. The financial, infrastructure 
and equipment resources are enough to provide services to students (CSE, 2002). 
• Accreditation process result - December 13, 2005: This process was carried out three 
years after the institution was functioning autonomously, and as a result, it was not 
accredited. This accreditation process was executed within the framework of the 
experimental accreditation processes by the National Commission for Accreditation 
(CNAP). The results obtained by the institution are divided into two main criteria: 1) 
Institution’s Management and 2) Undergraduate Teaching. In the first criteria, the 
commission states that the university has general purposes and does not have 
standards in place to verify its results. This is reflected in the vast difference between 
the results and the quality differences that are observable throughout campuses. In 
terms of the second criterion, the institution does not have formal policies to ensure 
neither academic quality nor adequate information systems for decision-making. 
Institutional decisions do not prioritize academic aspects and the academic supply is 
not regulated by specific criteria. Moreover, the development of faculty has not been 




• Accreditation process result - December 6, 2007: After two years, the university 
carries out another accreditation process, where once again a negative result is 
obtained. In terms of the first criterion, there are still no standards and purposes that 
help prioritize institutional decisions and the allocation of resources. There is still a 
lack of policies for the hiring of human resources, faculty’s academic career, and their 
participation in institutional decisions. In relation to the second criterion, there is a 
shortage of faculty and an increase of faculty hired full-time for undergraduate 
programs. Quality differences across campuses are still observable, together with a 
lack of information for academic management (CNA-Chile, 2007a).  
• Appeal result - January 23, 2008: After the previous process, the university files an 
appeal to the National Commission for Accreditation (CNA-Chile), which is denied. 
It is denied on the basis that there are neither satisfactory quality levels across 
campuses nor satisfactory quality levels of teaching, human resources and materials 
(CNA-Chile, 2008b). 
• Appeal result - March 27, 2008: After the previous result, the institution has the right 
to appeal to a higher entity, which in this case was the Higher Education Council. The 
council once again reviews the case and ratifies the arguments presented in the 2007’s 
accreditation results, mainly basing its decision on the observations related to the lack 
of institutional policies, information for management, and the quality differences 
among campuses. All of these are aspects that do not guarantee the stability of the 
university in the future (CSE, 2008a). 
• Appeal result - May 22, 2008: As a response to the council’s decision not to accredit 
it, the university files a complaint against the council. The university argues that the 
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accreditation result included arguments that were not presented on the December 6’s 
process, which invalidates the council’s decision in March 27 (CSE, 2008b). Despite 
this complaint, the university remains in its non-accredited status. 
• Accreditation process result - December 1, 2010: The institution is finally accredited 
by the National Commission for Accreditation. The legal document describes some 
substantial changes aimed at overcoming the weaknesses presented before; 
nevertheless, these changes are described as ongoing without defining current results 
that can attest to the effectiveness of those changes. Once accredited, the university 
can access public funds (CNA-Chile, 2010b). 
Closing Process 
• Closing process - December 26, 2012: After a series of complaints against the 
institution, an investigation process is conducted that ends with a request from the 
Ministry of Education to the National Education Council (CNED) to revoke the 
university’s autonomy and declare the beginning of its closing process. The reasons 
for closing are summarized in four main arguments:  
a. Fragmentation of administration: The university had an aggressive growth expressed 
in the increase in campuses and enrollments as well as a lack of administrative 
policies that ensured proper institutional operations. The figure responsible for this is 
the institution’s Board of Directors. 
b. Problems on health programs management: Undergraduate health programs were not 
sufficiently equipped in laboratories and bibliography; they did not count with 
enough clinical practice centers to properly manage these programs. 
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c. Board of Director’s selection not adjusted to procedures: The last member election 
was carried out without adjusting to the corporation regulations; there was 
disagreement among partners.  
d. Abandoned university project: The ministry established that there were administrative 
disarray and financial errors that left the university in a state of crisis and in a difficult 
position to provide its educational services. In this case, the institution’s founding 
partners and members of the Board of Directors divided the institution’s organization 
and their profits in real estate societies, with direct access to resources and the 
subsequent financial disarray (CNED, 2012).  
If we cross the aforementioned results with the institutional movements in the university 
ranking analyzed in previous sections, we can see a clear correlation of the institutional fall 
during this period (Table 2). We can observe a sustainable period while the institution remained 
accredited and the subsequent decline until its closing. In this case, the institution remained in its 
competitive niche (between positions 40 and 60), and the accreditation process was not enough 
to help the institution to overcome the threshold of position 40. 
Institution 2009 2010 2011 2012 2013 2014 
Universidad del Mar 43 50 50 50 60 - 
Table 2: Universidad del Mar position changes in the University Rankings 
What this case shows and what strongly summarizes the final result of this institution is 
the level of commitment of the university’s Board of Directors, who were also its owners. 
Considering that as a private institution it does not possess the financial support of the state, the 
commitment of its owners to the institutional project and to education beyond business is a 
determining factor of sustainability and quality. While in a business of any nature cutting costs 
results in savings for investors, in an educational institution this type of financial actions must be 
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centered in aspects that harm neither the provision of the teaching-learning process nor its 
quality. The section below represents all the aspects discussed in the Rankings Analyses section, 
which may be elements that broadly characterize an institution’s possibilities of success: 
institutional purposes, type of students, selection of students, size (number of students), and 
quality. However, two aspects stand out in this institution’s closing process: 
a. The university’s institutional purposes must be more than a statement of good 
intentions: The purposes must become the central axis that guides the institutional 
actions in all their complexity. The lack of definition and adjustment to those 
purposes on the part of the administration brought about a profound administrative 
crisis. 
b. The student market focus (type of students, size and selectivity): The expansion of the 
institution to other regions with the aim to increase enrollment caused an 
administrative difficulty and a financial crisis that eventually affected the institution’s 
quality and a significant number of vulnerable students (the total enrollment in 2012 
was 15,834 students) (CNED, 2019). The orientation towards profiteering guided the 
administration of processes and the institutional orientations that led it to its failure.  
The case of Universidad del Mar is probably one of the most controversial in terms of 
results of the National Quality Assurance System considering that the university was declared 
autonomous by the state after a 10-year monitoring process, that it was not accredited in the two 
years that followed, that it appealed to the Higher Education Council, that it was briefly 
accredited for two years and that despite all this, it finally fell under state investigation and went 




The new government at the time was critically targeted given the social demands in 
education and the widespread condemnation for profiteering in higher education and its pro-
economic neoliberalism agenda. There was media confrontation and an impact of the legal 
demands made by many students and their families (El Mostrador, 2018).  
The case was disclosed to the press with information from the still open legal process, 
demonstrating that the university’s partners had 85 commercial societies that survived only by 
means of renting infrastructure to the university (leaseback process) and allowed them to legally 
extract resources from the university. More than 100 students filed lawsuits against the 
institution, mainly in protest for the poor academic preparation received due to diversion of 
resources and the low reinvestment in the institution (CIPER Chile, 2012; Simonsen & Melo, 
2012). There were additional lawsuits filed by employees and faculty who had not received their 
salaries for several months. 
The state mandated an intervention from the Ministry of Education for the closing 
process, which implied giving institutional control to a bankruptcy trustee, in charge of 
controlling the closing and the reduction of all university costs, debts payments, the delivery of 
the last services, and the relocation of students in other institutions (Melo, 2012; Salazar & 
Simonsen, 2012).  
As a result of the judicial process, the university’s former owners were absolved from the 
profiteering and fraud charges (El Mostrador, 2017). However, an aspect unknown to the public 
is that in cases of fraud and corruption, many lawsuits against controllers were able to close 
those causes by the payment of a fine, which once paid, prevents the system from continuing 
with the legal dispute. Despite this, shortly after that a lawsuit was filed on the basis of conflicts 
of interest against the university, which determined that the acting president of the National 
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Commission for Accreditation had signed a contract with that institution only a month after 
having achieved the accreditation (Scheele, 2012). In addition to the closing situation of the 
university, the latter brought about the public exposes of corruption in the country, both in 
education and in other areas. Ultimately, it was determined that, at a national level, there were 
deregulated conflicts of interest that intervened in the decision-making capacity of public control 
organisms. 
2. Universidad de Artes y Ciencias Sociales –ARCIS 
History 
Universidad de Artes y Ciencias Sociales was a prívate institution founded in 1989 and 
whose history has a profound link to the impact of the dictatorship on public universities and the 
firing of faculty during that period. According to the university’s history statement, a group of 
these professors, together with intellectuals and artists joined to “become an academic, political, 
and cultural referent that rescued and projected the traditions of public vocation and commitment 
of democratic deepening that had characterized universities in our country”(Universidad ARCIS, 
2016a). Its profile of “university” was nationally known as well as that of an institution with 
values associated with leftwing politics and the communist political party, together with a 
profound intellectual and social commitment. In terms of its value perspective, its institutional 
purposes are the following: 
“[the university] aspires to be acknowledged as a higher education institution with 
optimal performance in the teaching of undergraduates, professionals, and graduates, 
which also instills the value of creation and critical, prospective thinking from a dialogic, 
transdisciplinary, and humanist perspective. It aims to build a pluricultural society that 
rescues, strengthens, and disseminates the knowledges and cultures of the aboriginal 
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peoples; respects human rights and diversity, with a gendered approach in an 
environment of freedom and tolerance. Moreover, it seeks to participate in the Latin-
American and the Caribbean community by articulating projects of regional integration 
that promote the advancement in the social, cultural, political, scientific, and 
technological fields, thus transferring the experience and research to teaching practices” 
(Universidad ARCIS, 2016b). 
As part of the value contents of its public discourse, there is an emphasis on the humanist 
inspiration, the critical spirit, and the public vocation, which are an academic-intellectual 
resistance pole against the military dictatorship and its socioeconomic model. Similar to 
Universidad del Mar, this university also focuses its purposes on vulnerable students; however, 
its academic project is well-developed in its orientations. In general, the problems that brought 
this university to bankruptcy were of an administrative and financial nature. 
Another interesting aspect that can be derived from the institutional purposes is that the 
university developed graduate programs, research, and an abundant editorial production, which 
somehow showed the academic seriousness of the institution and the need to have a political 
impact on the public sphere. The university’s central campus was set up in an old metallurgical 
factory in the center of Santiago, where necessary renovations and modifications of spaces were 
made for future teaching. Although the institution states that research is an important element, its 
research indicators may not be considered competitive; this is because research was more 
focused on its own, independent editorial production than in publication in indexed journals. In 
addition to its identification with research, the university considers itself a “teaching university,” 
since it concentrates the greatest part of its institutional role in teaching. 
120 
 
The university also declares the search for links at the Latin American level and with the 
Caribbean to generate projects of regional articulation. This is an important historical point, since 
in its period of greatest financial crisis, the former Venezuelan president, Hugo Chávez made a 
significant financial contribution to the institution, which the media called the contribution of the 
“petrodólares” (“oil dollars”). 
Results on Quality Assurance Processes 
• Autonomy process result - November 25, 1999: The university is declared 
autonomous by the Higher Education Council after nine processes of evaluation in a 
ten-year period. In those occasions, the council determined that there were 
weaknesses to be overcome in the academic processes, such as course planning and 
bibliographical resources; despite this, the university presented good lecturers, a good 
evaluation, and proper difficulty levels in its courses and theses. In regards to its 
institutional purposes, the council determined that these were clear and well-defined, 
which allowed a proper degree of coherence between the objectives and the quality of 
undergraduate programs. However, the financial situation as well as infrastructure 
and equipment development planning were weaknesses that required attention by the 
university. (CSE, 1999). 
• Accreditation process result - January 9, 2008: The university participates in a 
process of accreditation 9 years after being declared as autonomous. This time, the 
university is not accredited by CNA-Chile. In terms of institutional purposes, it is 
acknowledged that they are well-defined and that they contribute to the institution’s 
orientation and coherence. Nevertheless, beginning in 2004, the institution expanded 
to other regions, even when this process required the development of quality 
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mechanisms that implied adjustments to internal plans and systems in order to 
guarantee the sustainability of the education project. The increase in enrollment 
impacts the university’s capacity to attend to more students, which is why 
technological resources, bibliography, and laboratories become insufficient. 
Additionally, the institution does not have an admission policy, and while it has a 
good retention level in first year, it has a low graduation rate. Whereas the university 
faculty is qualified and committed, their contractual conditions are inadequate and are 
even more asymmetric in regional campuses. On the whole, many quality 
mechanisms are in their development phase; therefore, it is impossible to evaluate 
their results (CNA-Chile, 2008c). 
• Appeal result - February 28, 2008: The university makes an appeal to CNA-Chile, 
which is rejected on the basis that the projection of financial statements is not enough 
to contribute to strategic planning. Even though the institution receives a significant 
amount of capital during this period, it is not enough to demonstrate concrete results 
for accreditation (CNA-Chile, 2008a).   
• Accreditation process result – October 20, 2010: This time the university is accredited 
for a period of two years. The commission acknowledges the institution’s 
improvements in its ability to guide the academic project and the educational model. 
The university begins closing its regional campuses and focuses on a single unified 
campus in Santiago. In this process, the legal document strongly emphasizes aspects 
related to the quality of education of the institution, and the formalization and 
development of its internal policies. It should be noted that during this period the 
CNA-Chile corruption cases occurred; while this university was not involved in these 
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cases, this was the period were the highest number of institutions were accredited. 
(CNA-Chile, 2010a). 
• Accreditation process result - November 28, 2012: In this opportunity, the university 
is once again accredited for a period of two years. Campuses in other regions 
continue their closing process, and the commission realizes there are quality 
differences among the different campuses. However, it acknowledges the quality of 
the institution’s educational project and the improvement of weaknesses, such as the 
management model, governance system, and the decision-making based on 
participatory systems. In administrative terms, what persists are weaknesses in the 
development of an academic hierarchy as well as the financial weaknesses detected 
earlier (CNA-Chile, 2013b). 
• Appeal result - April 10, 2013: The university appeals to the results of the previous 
accreditation, arguing that two years is a very short period if the progress made by the 
institution is considered. The appeal is denied and the university remains accredited 
for two years (CNA-Chile, 2013a).  
Closing Process  
• Programs’ closing process - April 29, 2015: After a students’ strike as a sign of 
protest due to teaching quality of the university’s School of Music, the Ministry of 
Education decides to revoke the university’s authorization to teach these programs. 
This forces the university to create a closing plan for those programs (CNED, 2015a). 
• Closing process - July 1, 2015: The investigation extends its discoveries until finding 
evidence of a serious financial crisis that makes the institutional functions 
unsustainable. As a result, there are serious academic and administrative irregularities 
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that affected students and their professors. The National Council of Education 
approves the measure of appointing a temporary administrator that allows the 
university to comply with its institutional commitments (CNED, 2015b). 
• Closing process - August 31, 2016: The university is undergoing an intervention 
process; however, this process has flaws in its implementation and requires an 
extension of the temporary administrator’s job (CNED, 2016). 
• Closing process: May 24, 2017: The university’s financial debt makes its continuity 
unsustainable, and it is impossible to find external financing. This puts the university 
in a situation of bankruptcy and the National Council of Education declares the 
removal of the university’s autonomy and the closing of the institution (CNED, 
2017). A bankruptcy trustee is appointed to execute this process. 
During this period, other administrators of the institution are appointed. These 
appointments were aimed at regularizing the university’s debt situation and relocating students in 
other higher education institutions. As it can be seen, this university had a limited advancement 
in its quality achievements by having consecutive accreditations for a short and compressed time 
period. Throughout, the university presented the same problems detected since the beginnings of 
its autonomous process. 
Financial and administrative problems are the main difficulty facing the university during 
the whole period. During that time, and due to the questioning of the institution, the Communist 
Party itself ceased its participation as a supporting institution of the university. Considering that 
it was also founded on the basis of private societies, it is likely that there had been a cash 
withdrawal during the process; nonetheless, investigations did not prove this withdrawal had 
occurred via leaseback, or leasing their own buildings to themselves at exorbitant prices. 
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In this period of quality process, the institution correlated with the movements that it had 
in the university rankings (Table 3), increasing and retaining its position after 2010. 
Institution 2009 2010 2011 2012 2013 2014 
Universidad de Arte y Ciencias 
Sociales ARCIS  
48 49 46 46 46 46 
Table 3: Universidad ARCIS position changes on ranking 
Whereas the project was well-supported in academic terms, the financial limitations and 
the lack of administrative formality brought about a precariousness that was difficult to 
surmount, even when being in a process of state intervention. Thus, a legitimate claim was made 
by students in relation to the possibility of graduating from the same university (El Ciudadano, 
2018), which is even more relevant considering that in 2018 the university still had 866 students 
(CNED, 2019). Since this was only the second university closing case, in spite of students’ 
complaints there were no predefined procedures to execute the closing of institutions; indeed, in 
legal terms it was never imagined that it would be necessary to enforce state control on a private 
university to solve a problem of this nature with its students. This legal vacuum was generated as 
a result of the state’s reliance on the market; under this assumption and from a neoliberal 
perspective, the market constitutes both a quality and a service regulator. Hence, during this 
period it was hoped that the market would carry out that regulatory function; however, without 
the formal regulation that protects consumers, an unprotected space was created. In this vaccum, 
it was the state the one that had to operate as a regulatory entity and create a solution that was 
inarticulated from any plan. 
3. Universidad Iberoamericana de Ciencias y Tecnología – UNICIT 
History 
Universidad Iberoamericana de Ciencias y Tecnología is an educational corporation 
founded on April 17, 1989. In March 1991, the Ministry of Education authorized the opening of 
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the first seven programs of the university, with an enrollment of 324 students distributed in 7 
programs. 
In its values statement the university declares being aware of the country’s needs, 
possessing a high social vocation, and seeking to favor equity and equal opportunities for 
everyone. In its mission it states that 
“it is oriented towards the formation of advanced human capital, with special emphasis on 
the preparation of undergraduate professionals. In this context, the institution is a 
university that assumes the role of opening its doors to all persons of diverse origin, 
social, economic, ethnic, and cultural group. It aims to promote the social mobility of its 
graduates through its insertion in the labor market. The institution, inspired by humanist 
and Christian values, carries out its teaching activities by a consolidation of a model that 
links theory with practice. Moreover, in its education process it reinforces ethical values, 
which are indispensable for a better future professional practice on the part of its students. 
To achieve this, it uses research and outreach as teaching support strategies” (UNICIT, 
2018b). 
Once again, it is possible to see a general statement with an emphasis on the social 
aspect, which as previously observed, allows the institutions to target enrollment processes at 
vulnerable students. A new issue that becomes apparent in this statement is that of university 
education as a factor of social mobility, by stating that the university is a way for this to happen. 
Similar to the previous university, the humanist values appear, while the Christian values are 
added. The university further states that research and outreach are part of its orientations, which 
work as teaching improvement strategies. As it occurred in the previous cases, the institution is 
defined as a “teaching university,” focusing on undergraduate programs. 
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The university was distributed into 5 campuses located in Santiago. This allowed the 
institution to concentrate the management of academic programs within the same city and avoid 
the quality differences that tended to occur in institutions divided in regional campuses. Unlike 
the previous universities discussed, in this institution the expansion phenomenon occurred 
differently, as schools increased gradually with the subsequent diversification of the university’s 
academic and personnel resources. Thus, it begins with 3 schools in 1989 and in 2007 increases 
them to 7 with its corresponding undergraduate programs (UNICIT, 2018a). 
Despite the eventual closing of the institution, it should be pointed out that, as opposed to 
the previous universities, this one achieved four consecutive accreditation processes from 2005 
to 2013. Added to the experience of the institutions analyzed before, it provides evidence of a 
disconnection within the quality assurance processes: first, the capacity to anticipate institutional 
failure, and second, the willingness to control those institutions that target vulnerable sectors of 
the population. 
Results on Quality Assurance Processes 
• Autonomy process result - January 15, 2004: After seven evaluation processes, the 
university is declared autonomous by the Council of Higher Education for a period of 
ten years. The council declares that the institutional purposes are consistent with the 
university’s educational activities and that there is an important focus on the 
knowledge applied to sciences and technology, as its name indicates. The university 
made changes in its administrative organization; it defined a more adequate structure 
for decision-making and the implementation of quality assurance processes. In order 
to give academic support to students, remedial programs are implemented with their 
corresponding control systems. The quality of faculty is adequate and they participate 
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in the academic hierarchy processes. A stable financial situation is also detected, 
although it has tended to worsen since 2002. For this reason, it is recommended that 
the institution search for financing alternatives beyond annual enrollment (CSE, 
2004). 
• Accreditation process result - December 6, 2005: The university participates in an 
accreditation process a year after being declared autonomous. On this occasion, the 
university is accredited for 2 years by CNA-Chile. As a result of the process, the 
strengths previously detected in the autonomy process are acknowledged. However, 
what is once again acknowledged are the financial sustainability weaknesses. In 
addition, in academic terms, the lack of an explicit pedagogical model that guides the 
pedagogical actions of the institution is detected. Low graduation rates are also 
observed (CNAP, 2005a).  
• Appeal result - January 17, 2006: The university appeals the result of the previous 
accreditation and requests increasing its accreditation to more than two years, 
considering the progress made by the institution. The request is denied, and the 
university remains accredited for 2 years (CNAP, 2006). 
• Accreditation process result - December 12, 2007: The institution is accredited only 
for one year by CNA-Chile, which is considered an unprecedented decision given that 
the accreditation processes always considered a minimum of two years. The strengths 
that had been previously observed begin to deteriorate, the purposes become 
insufficient to guide the institutional project, and the organizational structure has 
problems in role distribution. There is verification of the financial sustainability 
problems together with the low demand of some undergraduate programs. The 
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teaching model is in the process of development and has different results among 
undergraduate programs. Faculty is considered insufficient in number to fulfill 
institutional needs, and in terms of infrastructure, it is deemed as sufficient for 
academic needs (CNA-Chile, 2007b). 
• Accreditation process result - December 22, 2008: The institution loses its 
accreditation. According to the arguments given by CNA-Chile, the university has not 
been able to translate its purposes into indicators that allow for management control. 
The aforementioned problems worsen (insufficient faculty, problems in infrastructure 
development and financial sustainability). In fact, financially speaking, the university 
owes a substantial debt to external entities. In academic terms, graduation rates 
continue being low (CNA-Chile, 2008d). 
• Appeal result - January 28, 2009: CNA-Chile accepts the appeal made by the 
university, and in spite of the arguments shown in the previous section, the university 
is accredited for two years. In this document, the arguments leading to the previous 
decision are presented in a much softer manner; even though the gravity of the facts 
remains, the discourse reverts towards a completely different argument: The 
institutional financial crisis is not as serious. It is during this time that the CNA-Chile 
crisis occurred. While this institution was not involved or accused of events of 
corruption, it could be argued that it benefited, since it is hard to believe that the legal 
documentation changed its arguments in such a categorical manner for a decision, 
especially with both decisions being only a month apart (CNA-Chile, 2009). 
• Accreditation process result - December 29, 2010: The university is once again 
accredited for a period of three years. This accreditation’s legal document reiterates 
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aspects that had been previously acknowledged as strengths and that ceased to be so 
overtime. The institution only kept precarious conditions of operation, and regarding 
its financial status, its lack of sustainability remained intact (CNA-Chile, 2010c). 
• Accreditation process result - December 19, 2013: In this new process, the university 
loses its accreditation. After the corruption crisis, the state agency stiffened its 
analyses and judgments to carry out the accreditation processes. In this occasion, the 
legal document reveals a more comprehensive evaluation and the inclusion of new 
variables. Consequently, what is observed is a steady decrease in enrollment and a 
lack of rigor in the university’s public supply of its undergraduate programs. 
Moreover, the document reveals that the Board of Directors are members of the same 
family, and that at the time of the evaluation, there were several lawsuits filed among 
them (family disputes about who owns the property). The private corporation that 
administers the institution is made up by the same members of the board, who are the 
owners of the university buildings; this situation shows the possible presence of 
leaseback to extract funds from the university. The precarious financial status of this 
institution persists. In academic terms, faculty is still not enough. In addition, the 
institution began to receive students from other institutions undergoing closing 
processes, which shows the system’s recycling role. The academic results are low in 
terms of retention, approval, and graduation; only certain programs slightly improve 
results (CNA-Chile, 2013c). 
• Appeal result – March 12, 2014: The institution appeals the previous result; however,  
CNA-Chile rejects the appeal citing the university’s failure to provide documentation 
that changed the facts observed in the previous resolution (CNA-Chile, 2014). 
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• Appeal result - June 4, 2014: Due to CNA-Chile’s accreditation decision, the 
institution appeals to the National Education Council. The council ratifies the 
decision and decides not to accredit the institution (CNED, 2014). 
• Accreditation process result - October 26, 2016: The institution is accredited again for 
two years. In this process, a change in administration is observed as well as a stability 
status that is still precarious. Although previous bad results have partly improved, 
administrative and financial management weaknesses are still observed. In general, 
results show a slight improvement; nevertheless, they do not show a tendency 
towards sustainability (CNA-Chile, 2016). 
Closing Process 
• Closing process - February 7, 2018: Despite being an accredited institution for two 
years, an investigation is conducted due to complaints made by students and 
employees for non-compliance of its organizational duties. As a result of its severe  
financial crisis, the institution ceased payments to its employees and also did not 
comply with the resources for its academic programs (CNED, 2018).This situation 
exposed an administrative negligence that led to a complete halt in the university 
operations, with a takeover on the part of its students and employees (CIPER CHILE, 
2018).  
Following a timeline that starts previous to the university rankings, we can see that, right 
at the time of losing accreditation, in 2009 and 2014, institutional results are affected in terms of 
position (Table 4). This being said, the idea is not to relate the accreditation and ranking results; 
rather, the idea is to reflect how an institutional dynamic in articulation with a legal one 
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characterize a certain commercial niche. Most importantly, this was a niche many institutions 
operated in with scarce control. 
Table 4: Universidad UNICIT position changes on ranking 
The university finally closes in 2018 with 2,595 students (CNED, 2019). Even though the 
situation differs from that of previous institutions in terms of the expansion to other regions, its 
administrative and financial weakness is the main reason for its fall. The challenges and hurdles 
that its owners and investors faced proved insurmountable. This was reflected in poor results 
when sanctioning negligence, profiteering in education, and the inadequate use of institutional 
funds. Thus, the question arises as to whether these legal processes have succeeded in a 
satisfactorily response to those affected.  
The closing due to administrative deficiency becomes a legal figure that generates long 
trials, which, in turn, become beneficial to investors. Even if they pay fines, the amounts are 
lower than that of the assets extracted from investment societies. 
Considering the legal progress in this matter, the state possibilities of providing a 
satisfying response to both those affected and the national and international political sphere were 
practically nonexistent. The quality assurance and its discourse became a “light” manner of 
providing protection to low income students and families, where surely a high percentage of 
enrolled students were the first family member to ever access higher education. 
Final Remarks 
When returning to the policy analysis posed by Rizvi & Lingard (Appendix A, p. 168), 
what is considered the most appropriate way to evaluate the aforementioned cases is to consider 
Institution 2009 2010 2011 2012 2013 2014 
Universidad Iberoamericana de 
Ciencias y Tecnología – UNICIT 
46 44 42 40 41 45 
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these institutions’ process as a Policy Outcome. Taking into account the authors’ questions, we 
can safely say that the poor results of these universities were unintended consequences. 
However, it should be noted that these were unintended due to negligence or incompetence 
rather than due to a simple legal disorganization. 
Regarding the short-term consequences of the quality assurance policy, there was an 
instrumentalization of the quality evaluation processes as an apparent improvement mechanism 
for institutions. While this had positive results on the improvement of many institutions, it was 
not so for every case. On the contrary, the policy was considered as having a limited scope 
within a context that is widely regulated by the market; also, it centered its efforts and support in 
a segment of institutions that could in fact build quality systems, while it left behind in the 
market those institutions that had neither the interest nor the possibilities to develop those 
systems. Long-term, the consequences of this were precisely the institutions’ organizational 
failure and the creation of a law that established more control over institutions, as a reactive 
response on the part of policy makers and the state. 
The policy worked perfectly for historical institutions, those with proper budgets, those 
with high-performing students, and those with high scores on placement tests. The policy 
allowed already privileged institutions to improve and reaffirm its positions as well as to 
reinforce the quality of those institutions in a development status. The policy worked in a market 
made for this group of institutions, as it allowed them to access state funds directly and to 
facilitate their development. 
Still, at the same time the policy abandoned a group of institutions that could profiteer 
from education without delivering quality education. In particular, this abandonment resulted in 
nearly 20,000 students affected only in the three universities analyzed; furthermore, it is 
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predicted that in 2018 twelve more universities will close. Thus, if we added the total students of 
already closed universities and those that could close, this figure could reach around 70,000 
affected students. Even worse, these students would not only be affected economically, but also 
psychologically, which leaves them in vulnerable conditions due to bureaucratic state 
intervention. A recent example of this is what occurred with the closing of Universidad del 
Pacífico. As a response to this situation, on March 13, 2019 a petition of support was posted on 
Twitter with the hashtag #JusticiaUPA (Estudiantes UPA, 2018) on the part of this university’s 
students. This petition visualizes exactly the same bankruptcy situations previously described. 
These students blame the Ministry of Education for abandoning them and denounce the lack of 
academic records as well as the waste of time and money the institution caused them. Ultimately, 
they have lost hope of obtaining a university degree in this context. 
As a final remark, it should be noted that the process undergone by these three 
universities is the result of the application of 20 years of quality assurance policies and their 
evaluation mechanisms. Therefore, there are policy implications both for institutions and 
students. Indeed, students remained in the background during the whole political discussion, only 
to be considered or heard when university crises began to occur and were discussed in the media. 
This situation reignited the discussion of quality in teleological terms, that is, in terms of what 
the policy’s responsibilities are, who its final users are, and which the law’s response should be 
to its recipients. The three cases discussed reflect intermediate results in the process of building 
quality assurance in Chilean higher education. Here we can see the deleterious results in full 
display of a policy that carried out quality assurance processes and, at least for some institutions, 
had no redemptive effect. Moreover, we can observe that during those processes the future crises 
could have been foreseen. Yet, these universities were still awarded autonomy, without being 
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able to show a solid financial or administrative situation. This in turn was particularly 
detrimental to low-income students. 
Main Case Study: Policy Performance Analysis 
For this analysis, what will be used are the Criteria for Evaluation described by William 
Dunn (2011) in Appendix C (p. 173). According to Dunn, there are three approaches to use these 
criteria: Pseudo-Evaluation, Formal Evaluation and Decision-Theoretic Evaluation (Table 5). 
Approach Assumptions 
Pseudo Evaluation “Measures of worth or value are self-evident or 
uncontroversial.” 
Formal Evaluation “Formally announced goals and objectives of policy makers 
and administrators are appropriate measures of worth or 
value.” 
Decision-Theoretic Evaluation “Formally announced as well as latent goals and objectives 
of stakeholders are appropriate measures of worth or value.” 
Table 5. Three approaches to evaluation (Dunn, 2011, p. 323). 
 
The one chosen for this analysis is Formal Evaluation, considering that it “is an approach 
that uses descriptive methods to produce reliable and valid information about policy outcomes 
but evaluates such outcomes on the basis of policy-program objectives that have been formally 
announced by policy makers and program administrators” (p. 322–330). Another reason for 
choosing this approach is that it suits the method used, as it seeks to establish common points 
among the objectives formally set forth by the policy. Dunn further argues that this approach 
“use[s] legislation, program documents, and interviews with policy makers and administrators to 
identify, define, and specify formal goals and objectives” (p. 324). The specific boundaries in 
which the case has been established are around the Chilean system of quality assurance, the 
policies, and the objectives as well as around the processes developed by public institutions, 
higher education institutions, policymakers, and academics. 
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As we know, the general question guiding Policy Performance Evaluation is to what 
extent observed policy outcomes contribute to reducing or solving the problem. In order to 
answer this question, the six criteria (Appendix C, p. 173) will be answered on the basis of the 
results discussed in previous sections. 
Effectiveness:  
Definition: It refers to the principle stating that an alternative should promote the 
achievement of a valued outcome of action. 
Evaluating effectiveness depends on identifying what the expected valued outcome is. If 
the valued outcomes focus on the alignment with international policy, and institutional access 
and improvement, in general terms the quality assurance policy effectiveness is considered as 
achieved. Regarding the objectives stated from a global scale, which refer to the formation of 
advanced human capital, greater equity was in fact achieved through the increased enrollments. 
Even more so if we consider that total enrollment has doubled over the last 12 years (CNED, 
2019). In this case, if we focus on evaluating the positive results of the law’s implementation in 
relation to its objectives, undoubtedly, we will see that the number of beneficiaries greatly 
exceeds the number of those affected.  For the most part, thanks to these processes, institutions 
found a significant tool to encourage the realization of their institutional project, access financial 
benefits, and strengthen research areas. 
However, from a different perspective, why are there people affected by the application 
of a higher education quality system? It seems only natural to think that a system that promotes 
institutional improvement and creates an evaluation system will not have negative effects that are 
detrimental to its students. In this case, if we set the valued outcome in the decrease of 
inequalities caused by a public policy, this immediately shows that there is a scenario that was 
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not originally similar for all institutions and their students. On the one hand, taking advantage of 
a legal vacuum, a group of institutions avoided accreditation and developed a system aimed at 
profiteering from higher education without incorporating to the control processes. In turn, this 
restrained the state’s action by limiting the possibilities to protect the most vulnerable students 
and their families while doing the opposite for profiteering in higher education.  
The following list summarizes the objectives for education of Chilean governments from 
1990 until today. Through key terms, it shows how these governments, identified below by their 
political leaders, presented and categorized the different higher education topics in their 
government programs: 
• Patricio Aylwin (1989): autonomy, academic freedom, competences, institutional 
accreditation. 
• Eduardo Frei (1993): equity, modernization of management, participation, and quality. 
• Ricardo Lagos (1999): quality, accreditation, evaluation of institutions’ quality, 
financing, access. 
• Michelle Bachelet (2005): access, financing, quality, accreditation, tuning, incorporation 
of technology. 
• Sebastián Piñera (2009): access, research, excellence, modernization. 
• Michelle Bachelet (2013): quality, inclusive access, universal gratuity, end of profiteering 
(Fernández Darraz, 2015, p. 176–186). 
 After seeing the stated objectives and the content continuity concerning quality, the 
expectations are that there had been effective actions arising from these programs to make these 
objectives a reality, at least in their control dimension. Once again, this brings to mind the new 
higher education law, which is one with strict objectives, strong regulations, but it is still a law 
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that has a repair function. Its design recognizes, from the system’s core, that by having given 
space for profiteering-oriented institutions not to get involved in quality processes, vulnerability 
was brought about; it is a vulnerability that hits the system with every new case of institutional 
bankruptcy. The greatest failure of the system is to provide evidence that quality is not for 
everyone. It shows, for instance, that students at complex institutions —which belong to the 
Council of University Presidents, with responsible projects and in the first 20 places in the 
ranking—will obtain quality’s full benefit. Consequently, when we look beyond the number 
represented in increased enrollments, effectiveness no longer seems to have been properly 
achieved. Its achievements are diluted and the number of cases of institutions that abandon their 
students is increased. 
Efficiency 
Definition: It refers to the amount of effort required to produce a given level of 
effectiveness. 
 The efficiency of the quality assurance processes was never the system’s strongest point. 
What is considered the strongest point in terms of efficiency is the achievement of the public 
information system, which allows access to numerous institution data. In this manner, it is 
possible to benchmark and establish comparisons for the improvement processes. Nevertheless, 
due to design reasons, both the autonomy and accreditation processes became complex processes 
that may have several evaluation deficiencies when contrasted with results. 
 Another area that reveals inefficiency has to do with the fact that after long quality 
processes and their subsequent awarding of autonomy—and even accreditation in some cases— 
the final result of the institutions analyzed was fraud, bankruptcy, and corruption. It is indeed 
inefficient that after 20 years of evaluations these facts remained hidden; this is even more so 
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considering that there were identifiable problems: institutions with ambiguous or unclear 
objectives, institutions with little financing or poor management, institutions oriented towards 
profiteering, or institutions with low sustainability. 
 In terms of inequality, the system’s lack of efficiency harms students of non-accredited 
institutions, which besides being socioeconomically vulnerable, cannot access state funding due 
to this non-accredited condition. In that regard, the effects of the new law remain to be seen, 
given that application of the new law implies the closing of non-accredited institutions. 
Adequacy 
Definition: It refers to the extent to which any given level of effectiveness satisfies a 
particular standard. 
 The policy is considered adequate, since there are many significant achievements in some 
dimensions where the policy is more effective than in others. It has already been pointed out that 
the policy has had a significant impact on the access to higher education, in many institutions’ 
inclusion of improvement processes, in the improvement of curricula and syllabi, and the 
strengthening of planning. Still, by adding inequality as a dimension, we can see that it has not 
been considered a matter to be addressed by public policy. Despite the acknowledged role of 
public policies in this area, we can see that inequality is not an important factor for policymakers. 
The law’s text contains the word equality only twice, and in both occurrences, it is used in the 
sense of avoiding discrimination. Yet, there is no use of the term when regarding students, and 
the power of the law to define conditions of equality for them in terms of the quality differences 
among institutions. As an example, the accreditation process tends to deepen into the elite 
condition of some institutions, which facilitates their graduate’s future employment opportunities 
due to the quality score of their universities of origin. Then, the law awards different years of 
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accreditation, which could be simplified in three levels and thus avoid differentiations among 
graduates. 
Equity 
Definition: It refers to the distribution of effects and effort among different groups in 
society.  
 In terms of Equity, the policy has had powerful achievements in relation to distribution, 
mainly in access, as its greatest effect has been the sharp increase in enrollment in higher 
education. Over the last ten years, these results have shown cases were students are the first 
generation to ever attend university. Gratuity in higher education is another significant 
achievement, benefiting a significant number of students. Despite this, accreditation is currently 
a requisite to access gratuity; as it has been seen, lower quality institutions are those with the 
highest number of socioeconomically disadvantaged students. The policy has also had an impact 
on retention, performance, and results by promoting through accreditation the measurement and 
control of these indicators on the part of institutions. Equity and equality are the basis for a 
distributive social justice oriented towards facilitating the individual welfare of societies; 
however, equity tends to be easily related to indicators. For example, it is related to the number 
of books per students, classroom square meters per student, among others. In contrast, equality 
requires greater efforts, so as to ensure no student is discriminated or discouraged; it requires the 
identification of the system’s structural conditions and the creation of conditions that facilitate 
the use of the system by the disadvantaged groups. In this particular point the policy is not 




 Another aspect worth pointing out in regards to equity is that of financing. The new law 
forces all higher education institutions to be accredited. It also incorporates universal gratuity for 
those students choosing accredited institutions. However, the access to gratuity is only awarded 
to students if the university has been accredited for a minimum of 4 years. Additionally, the law 
establishes a credit financing system administered by the state, which seeks to meet the needs of 
those students that attend institutions accredited for less than 4 years; finally, in the case of 
institutions that have not yet been accredited, their students have no access to state funding. 
While this has been an overlapping of laws among governments from different parties, the result 
is the awarding of gratuity to students that attend the best universities and that were able to do so 
due to a good score on the placement test. Then, the next segment obtains funding through credit, 
and the poorest students are left with neither gratuity nor credit. Ultimately, the culturally wrong 
assumption is that state universities are serving the poorest, most vulnerable percentage of the 
population. 
Responsiveness 
Definition: It refers to the extent that a policy satisfies the needs, preferences, or values of 
particular groups. 
 In this point, the policy has certainly aimed to meet the needs of society’s vulnerable 
groups; however, this does not make profound distinctions in terms of class, gender, race or 
disability. The approach is economic in its broad sense, and it aims at the number of beneficiaries 
and how to improve their coverage of benefits at a general level. According to the results 
described in previous chapters, in relation to rankings and bankrupt institutions there is a zone 
that has been scarcely covered; that area refers to the protection of students’ and faculty’s 
interests. The group of institutions ranked over position 40 remained forgotten for many years, 
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without any control over their functioning. These resulted in the consequences already discussed 
and also demonstrated the poor responsiveness on the part of the state in this matter. There has 
now been a shift towards state control so as to show that it is possible to achieve the objectives of 
quality assurance. Nevertheless, this control is only functional and does not necessarily seek to 
meet the needs of particular groups in the legal document. 
Appropriateness 
Definition: It refers to the value or worth of a program’s objectives and to the tenability 
of assumptions underlying these objectives.  
 The search for quality in higher education is a necessary value to achieve in the Chilean 
context. The quality assurance processes and the evolution of the policy have definitely made 
progress possible in terms of the development of institutions and the system. Nonetheless, it is 
necessary to extend our view of this policy’s accomplishments, as in this moment it aims at 
meeting the needs of students through the institutions’ evaluation and control, which does not 
necessarily produce the expected result. If the objective is to achieve better human capital 
through the improvement of quality, the characteristics that human capital has to have need to be 
clarified; in this sense, it is not enough to increase the supply of skilled labor. Thus, it is 
necessary to progress even more by incorporating formative aspects that are structures within a 
national qualifications framework. 
If we identify that the problem this policy wants to solve is improving the quality of 
institutions so as to improve the country’s human capital, it can be affirmed that the policy has 
made significant progress. However, it is observed that the most deficient evaluation criteria 
from Dunn’s (2011) model are Effectiveness, Efficiency, and Responsiveness. By articulating 
these three criteria, we can answer the following research question: What inequality-related 
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factors in public policy affect the results of universities in the system of quality assurance in 
Chile? 
Perhaps the greatest insight within this instrumental case study is that the current system 
seeks a “Functional Quality,” that is, a quality that is measured in an evaluation, but it does not 
seek to broaden its impact to satisfy larger value-related aspects, such as the equality conditions 
in the system. This functional quality also refers to the generation of a sufficient quality level, 
which does neither grow nor expand. If we consider that the contribution of the GDP to research 
is low (0.37%, UNESCO, 2018), the resources are scarce even for the first five institutions of the 
country, so no actual policy is developed that injects competitiveness at an international level in 
Chilean institutions. At a national level, state financing is focused on the accredited institutions. 
Therefore, the Policy Performance in relation to quality is currently a sustainable and functional 
discourse that does not intend to make a significant impact in the short-term, be it in the human 
capital or research. This maintains the system captive in a persecution of resources. In order to 
face this, both policies and institutions have been created, although this has been done with 
funding that only seems to maintain the system’s status quo.   
 On the other hand, the results show that the policy attends to and facilitates the 
development of the segment with a high-superior quality level of universities and that it 
distributes the resources among them according to their productive capacity. Those segments 
outside that group do not seem to have been seriously considered part of the quality equation. 
The policy’s results and the changes observed allow us to make the practical inference that in the 
future several institutions will have to close and their enrollments will be absorbed by the 
universities in the segment 20-40 of the ranking. That financial effort due to enrollments and the 
reduction of the market’s supply can bring about a new dynamism that extends the 
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competitiveness of the universities in this segment towards higher segments. Within this phase, 
the system needs to take up the challenge to increase financing in order to improve research and 
the generation and hiring of advanced human capital. 
 Whereas the phenomena of economic globalization, market functioning, and the 
allocation of values are identified in a process of reformulation of local discourses, if the 
discourse of quality is to be installed in the system, we can observe that the policy’s current 
problem is the loss of its dynamism. In other words, it lacks an orientation towards greater 
advances, as it now it only contributes control of higher education. Ultimately, the policy needs 
to deliver mobilizing signals, such as the financing of research, mechanisms associated to 





Chapter 5: Lessons and Challenges for Chilean Higher Education System 
This final section aims to answer the questions made in each stage of this research and 
thus provide a final synthesis about the Policy Performance Analysis for the defined time period. 
As you will see, those aspects that were considered separately in the methodology gradually 
interconnect in the analysis. We identify and analyze common elements that characterize the 
higher education system and its processes for quality verification as well as describe how this 
process is designed and implemented. Furthermore, we identify and analyze the inequalities and 
inequities associated to the system and its quality processes and indicators. 
Ranking of Chilean Universities 
 When answering the questions that inspired each of the methods chosen in this research, 
we were able to identify and analyze different manifestations of inequality as seen in the cases 
reviewed. 
 According to results of the ranking analysis and the articulating question: What are the 
characteristics of the universities system in terms of quality during the defined period? We 
observed a segmentation of quality among universities and also that these compete within 
different groups or clusters: The higher the group in the ranking, the lower the change in 
positions. From this observation, we can infer that the higher quality institutions compete within 
a safer market, so they do not need to make major efforts to maintain their position. In contrast, 
when observing lower positions in the ranking, significant ranking changes are observed, which 
become larger if institutions have lower quality indicators. 
 As the research showed, the quality distribution by segments among the different 
universities of the national system is heavily influenced by aspects such as history, geographical 
location, the capacity to do research, the institutions’ financial resources, and the students’ socio-
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economic level. What this shows is first, the low mobility of institutions out of their segment, 
and second, the establishment of those segments as market niches. If we cross this information 
with the institutions’ financing mechanisms defined in the current law, we can see that free 
education is awarded to the first 33 institutions for having more than 4 years of accreditation, 
state credits are awarded to those institutions accredited for periods of 3 years or less, and no 
financing is awarded to those institutions without accreditation. Therefore, paradoxically, as it 
might seem, the state funding and resources are going to institutions already strong, including 
those that are especially fiscally strong, and are in contrast being denied to institutions that are 
weak, including those that are financially most vulnerable, and to its students by consequence.  
 Therefore, the institutions’ financing mechanisms bring us to the next research question: 
How is inequality represented in this structure? It can be asserted that a structure has been 
constituted and consolidated that is unequal for institutions and detrimental for the final users of 
the system: students. There exists a geography of quality at a national level that concentrates in 
the country’s capital, as the oldest universities, with the best resources and quality are centralized 
in the capital. It is these institutions that are oriented towards carrying out state-of-the-art and 
competitive research, that select students with the best results, that center their educational 
supply only in one city, and that obtain excellent accreditation results. Thus, those institutions 
and their students have Initial Advantages that reproduce their prestige, increase their 
development, and always keep them in a privileged position in comparison to the rest of the 
system.   
 This structural condition determines a Secondary Inequality: The access to quality.  If the 
national strategy aims to improve equity through access, we can observe a secondary inequality, 
where students with low or intermediate results, or with a situation of vulnerability have no 
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possibilities to access these institutions, or financing types that are similar or equitable. In that 
regard, the country does not currently have a policy that makes it possible to identify and attract 
talented students to the high-quality institutions. In other words, the system is detecting and 
attracting only a fraction of talented students to the high-quality institutions; many of whom 
present comparative advantages or privileges due to their schools of origin. Thus, due to the 
diverse dimensions that articulate the system’s structural inequality, the latter neither detects nor 
attracts talented students, who have fewer possibilities to study at universities of excellence and 
therefore end up lost in the middle of the ranking in institutions of dubious quality. 
 Ultimately, the material helps us to identify a structural-institutional inequality. In this 
type of inequality, the system supports those institutions that have somewhat good results to very 
good results, but leaves those institutions with questionable quality and the most vulnerable 
group of students in a market niche characterized by the competition for enrollments. 
Policy Document Analysis 
As for the results of the Policy Document Analysis, these answered the following 
question: What content or values in the three periods imply an effect of inequality for 
institutions? The values that were seen as constant in the speeches of the analyzed period are 
quality and equity (in particular connected to financing). This implies a coherent continuity in 
the policy’s objectives, both at achieving better quality standards for higher education 
institutions and at facilitating access to the system. In terms of the content, results differ in 
relation to the two aforementioned values. The contents attributed to quality as well as the 
mechanisms to measure the achievement of equity have been reformed in the legal framework; in 
addition, their evolution has brought about changes in quality assurance system and also in the 
financing of higher education. 
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Following the perspective presented by Rizvi & Lingard (2010), the allocation of values 
phenomenon appears very explicitly in the results, which shows how the values remain constant 
while their contents are reformed—in this case, quality and financing were terms where 
inequalities were best represented. This observation confirms the perspective proposed by these 
authors, which is that ambiguous concepts or values subjected to interpretation are part of 
policies’ development and can therefore be redefined according to the moment’s social 
imaginary. 
 A further observation concerning contents is that although the higher education quality 
assurance system was properly-built structurally, it was inefficient. The quality evaluation did 
not work as a mechanism to detect and improve substantial weaknesses, as the cases of bankrupt 
institutions showed. Later on, the legal changes to formalize the system caused a shift towards 
the market, where it opened a crack with the subsequent corruption cases that tensed the higher 
education system and put general corruption under scrutiny in the country.  
 The New Law of Higher Education (No 21091) is conceived as an answer to the 
deregulation revealed by corruption. It implies greater control over the actions of institutions 
through the allocation of resources and the definition of regulatory aspects that are deemed basic 
for the system’s proper functioning (accreditation, no profiteering, customer protection).  
 From the Policy Document Analysis, a change in the policy can be identified. This is 
because the new law seeks to define the system in its most structural aspects. In particular, the 
law identifies and defines the system’s stakeholders, and establishes the procedures through 
which institutions must use their resources. It also states how institutions must be constituted, 
who can participate in them, what their directors’ responsibilities are, and how institutions must 
relate with state control mechanisms. Moreover, the law thoroughly defines the executors of the 
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quality system, which includes the accreditation commission, the executive secretary, and their 
consulting committees. Finally, it defines the financing system by determining which institutions 
will access the various types of financing and by determining the closing of the weakest 
institutions, that is, those with the most vulnerable students. 
Bankrupt Institutions 
 In relation to the bankrupt institutions, we can answer the question: What disadvantaged 
characteristics do these institutions have? The results show that these institutions showed 
weaknesses from the beginning of their quality assurance processes. If we consider a time line 
from the higher education quality improvement project, the quality assurance system to the 
current education law, in its beginnings the policy had limited scope. This occurred since it was 
set in a context broadly regulated by the market, so it focused its efforts and support on a 
segment of institutions that could, in fact, build quality systems while it abandoned those that 
had neither the interest not the possibilities of developing such quality assurance mechanisms. 
The long-term consequences of this were precisely the institutions’ organizational failure, and 
the subsequent generation of a law that increased the control over institutions, as a reactive 
response on the part of policy makers and the state. 
Regarding the question of what aspects of their closing process can be attributed to 
inequalities in the system, the institutions’ weaknesses were caused by two main factors: first, 
they remained in self-evaluation and accreditation processes for 20 years without the sufficient 
impact to bring about significant changes in their structure or operations. This derived in 
institutions of questionable quality, with the subsequent impact on students and the devaluation 
of their professional degrees as a means of certification. Second, the state was negligent by 
targeting its actions at a narrow group of institutions. On the contrary, from the onset the process 
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should have mobilized and engaged all institutions; it should have been a driver of change that 
made it possible to detect the aforementioned instabilities so as to prevent the ending these 
bankrupt institutions had. In this sense, the objective to protect students and their families is only 
partially achieved, considering that in that moment it only reached the institutions that got 
involved in the accreditation system. 
Policy Performance Analysis 
 In order to answer this research’s general question, what factors in public policy that are 
related to inequality affect the results of universities in the system of quality assurance in Chile, 
the general conclusion of the Policy Performance Analysis is that during the analyzed period, the 
policy has performed actions to generate a Functional Quality. In other words, the policy has 
gained a sufficient and functional quality to satisfy the country’s public sphere by meeting the 
demands of universities, policy makers, and the public. This makes it also possible for the policy 
to meet the demands of the international sphere by responding to the agreements reached with 
the OECD and the World Bank. This limited performance of the policy’s action is what creates a 
space where inequalities are reproduced for institutions and their students. In all, the latter 
represents a weak action on the part of the state, which is more oriented towards complying with 
the actions than towards the ultimate objectives of the policy. 
 An example of the above is that the integration of institutions into the system was 
mediated by the institutions’ own strategic vision of the time’s market, which was rather narrow. 
Those institutions that incorporated to the system from the beginning did so because they 
foresaw that the quality assurance system would last, while those which did not do so were 
believed the market was going to be a more powerful mechanism than a state policy. In that vein, 
it can be understandable that the policy chose not to interfere and force institutions to join the 
150 
 
system. However, in this context, the designed policy should have foreseen this, and therefore, it 
should have included some dimension that protected students from the situations analyzed in this 
research. It should have done so at least with some mechanism that responded to the lack of 
quality. The implementation of the quality assurance system had a radical impact in the 
development of Chilean higher education institutions: it affected the system’s balance and 
increased the aforementioned institutional differences by ranking (secondary inequality or the 
possibility to access quality).  
Final Remarks 
 This study provides historical, contextual, and documentary evidence of the factors that 
influence or emphasize the inequalities among the institutions in the Chilean higher education 
system and their students. The main challenges of the system continue to be its own objectives, 
that is, how to define and ensure quality and how to ensure its financing. Indeed, the quality 
bubble the system is in must be broken in order to mobilize it as a whole towards a better stage. 
 Despite the efforts made, the allocated funding, and the complexity reached by the 
national higher education system, the latter continues to be poor in comparison to international 
standards. Ultimately, the quality assurance system has not been a factor significant enough for 
the system as a whole to improve greatly or to be compared with its global counterparts. Some 
examples of this are the following: the first universities in the country ranking-wise are placed 
over position 400 internationally; the national investment on research is still low in comparison 
to the GDP of OECD countries; and the university financing through enrollments keeps being a 
primary element for the institutions’ sustainability. In other words, the main universities in the 
country have no quality that is close or comparable to that of the first universities in the world. 
While progress has been made in that direction, the system requires a greater strengthening of 
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quality through the creation of evaluation criteria that actually defy institutions, promote more 
competitive and diversified research, and enforce a regulated system of external financing. 
Currently, the system complies with a functional quality only; for this reason, on the one hand, 
the system needs to move forward in improvements that allow institutions to move towards the 
next level, and on the other, it needs create a basic standard that ensures conditions and protects 
students. 
Regarding Limitations of this Research  
 Regarding the limitations of this research described in the methodology section, one of 
these is the fact that although a variety of information could be obtained from the texts, it was 
not possible to fully answer the questions established by Rizvi and Lingard (2010) or William 
Dunn (2011). This occurred because the characteristics of the legal documents did not always 
show the dimensions defined by these authors. Also, the inexperience in the analysis of legal 
texts and its complexity, made the review slower than expected, reducing the number of analyzed 
texts. Another limitation was that the content analysis in itself has limitations when capturing 
certain meanings. To avoid this, future studies could complement such content analysis with a 
discourse analysis. 
 Despite its limitations, the results obtained through the case study defined for this 
research can be further complemented with other analyses or methods that contribute with new 
perspectives on the issue and boundaries defined for this study. This study contributes to 
previous research in the field of policy analysis by the incorporation of diverse methods to 
contrast a policy’s results, as shown in the quality assurance analysis by broadening the scope, 
and the criteria to analyze Chilean higher education. 
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 This research also contributes to analyzing the policy and the system within an extended 
period of time, which is useful to notice the deficiencies and gaps of the legislative process from 
a historical perspective. Furthermore, this perspective allows the contrast of the Chilean case 
with Rizvi & Lingard’s and William Dunn’s assumptions as tested in other contexts; in turn, 
such contrast helps us to observe those results in other systems that have imitated or have been 
inspired by the Chilean system. 
 Finally, the results of this case study can be expanded and complemented by future 
studies through other analysis methods that address specific cases within the system. Such 
studies could, for example, focus on the students in low quality institutions, inquire more deeply 
into quality indicators and their implementation, or look into the quality experience of those 
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Appendix A: Questions for Policy Analysis 
Policy issues 
 
Questions for analysis 
 
Contextual Issues 




Where did this policy originate, including consideration of any relevant 
global factors/institutions? 
Why was this policy adopted? 
Why was it adopted now? 
Does this policy have incremental links to earlier policy/policies? 
Is the policy part of a policy ensemble? 
Who were the ‘players’ (groups, interests, individuals) involved in 
establishing the policy agenda and the policy? 
Policy and Textual Issues 
Discursive formation 
of policy and policy 
problem 
 
What discourses frame the policy text? Are these globalized discourses? 
To which ‘problem’ is the policy constructed as a solution? 
How is the policy problem conceptualized? 
What alternative problem constructions have been rejected/neglected? 
How has the policy constructed its context and/or history? 
Will the policy as constructed ‘solve’ the problem to which it is a 
response? 
What complementary policies are required (in education and elsewhere) 




How has the policy text been constructed linguistically? 
How does the policy ‘work’ as a text? 
Has the policy text been ‘mediatized’? 
How have any competing interests been sutured together in the text? 
What is the implied readership of the policy? 
What is the ‘intertextuality’ of the policy; that is, how does it sit in 
relation to other policies or a ‘policy ensemble’? 
Interests involved 
and underpinning the 
policy 
Who has advocated and promoted the policy and why? 
Where are the advocates located inside/outside the state bureaucracy and 
policy processes, inside and outside the nation)? 
How have competing interests been negotiated in relation to the policy 
agenda and in relation to the production of the specific policy text? 
What policy communities and/or policy networks have been involved in 
the processes of policy production? 
Policy structuration What have been the effects of national/provincial state structures on the 
policy processes? 
What role have international agencies played in its promotion? 
Have globalization and associated changes been invoked as a rationale 
for the policy? 
Has the policy been ‘borrowed’ from a ‘reference society’? 
Is the policy driven more by ideology than by research evidence? 
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Resource issues How have empirical research and policy precedents been used in 
support/justification/production of the policy? 
What resources (intellectual, empirical, research, human, material) are 
mobilized by the policy? 
Implementation and Outcomes Issues 
Implementation 
strategies 
How is the policy ‘allocated’ and disseminated to its target population? 
What are the strategies for implementation? Will these strategies achieve 
the policy’s goals? 
Is this a material or symbolic policy? 
Is this a distributive or redistributive policy? 
Are adequate resources and professional development mobilized by the 
policy? 
Is there an evaluation strategy for the policy and its implementation? If 
so, is there an ‘appropriate’ time-frame for evaluation? Who will conduct 
the evaluation? 
Does the implementation time-frame fit within the temporality of politics 
or that of professional practice? 
Have indicators been constructed for measuring policy effects and 
accountability? Are these relevant and appropriate? 
What is the reception given to the policy at the site of implementation 
practice? 
How does the policy fit with the dominant logics of professional 
practice? 
What is the implied ‘ideal professional practitioner’ in the policy? 
How does the policy fit with other policies at the implementation site? 
Policy outcomes What are the consequences of the policy, both short term and long term? 
What is the relationship between policy outputs and policy outcomes? 
Does the policy have unintended consequences?  
In whose interests does the policy actually work?  
Is this a significant material or symbolic policy in terms of outcomes?  
Has the policy had material effects or largely discursive ones?  
How does this policy fit with other cognate policies within education and 
across government?  
Will the policy achieve its goals and objectives? (Policy evaluated 
against its own goals and framework)  
What are the social justice effects of the policy? (Policy evaluated against 
some articulated ideal) 
(Rizvi & Lingard, 2010, pp. 54–56) 
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Appendix B: Adding Tags for Policy Analysis 












Linked to other Policies 
Players 
Where did this policy originate, including 
consideration of any relevant global 
factors/institutions? 
Why was this policy adopted? 
Why was it adopted now? 
Does this policy have incremental links to 
earlier policy/policies? 
Is the policy part of a policy ensemble? 
Who were the ‘players’ (groups, interests, 
individuals) involved in establishing the 
policy agenda and the policy? 
Policy and Textual Issues 
Discursive 
formation of 











Policy Solve the Problem 
Complementary Policies 
Required 
What discourses frame the policy text? Are 
these globalized discourses? 
To which ‘problem’ is the policy constructed 
as a solution? 
How is the policy problem conceptualized? 
What alternative problem constructions have 
been rejected/neglected? 
How has the policy constructed its context 
and/or history? 
Will the policy as constructed ‘solve’ the 
problem to which it is a response? 
What complementary policies are required (in 
education and elsewhere) to ensure the 





Policy Text articulation 
Policy mediatized 
Competing interests 




How has the policy text been constructed 
linguistically? 
How does the policy ‘work’ as a text? 
Has the policy text been ‘mediatized’? 
How have any competing interests been 
sutured together in the text? 
What is the implied readership of the policy? 
What is the ‘intertextuality’ of the policy; that 
is, how does it sit in relation to other policies 










Negotiation of Interests 
Who has advocated and promoted the policy 
and why? 
Where are the advocates located 
inside/outside the state bureaucracy and 




Networks in policy 
production 
How have competing interests been 
negotiated in relation to the policy agenda and 
in relation to the production of the specific 
policy text? 
What policy communities and/or policy 
networks have been involved in the processes 
of policy production? 
Policy 
structuration 




Global rationale as basis 
for policy 
Borrowed policy from 
other society 
Policy driven by ideology 
Policy driven by research 
evidence 
What have been the effects of 
national/provincial state structures on the 
policy processes? 
What role have international agencies played 
in its promotion? 
Have globalization and associated changes 
been invoked as a rationale for the policy? 
Has the policy been ‘borrowed’ from a 
‘reference society’? 
Is the policy driven more by ideology than by 
research evidence? 
Resource issues Precedents used as policy 
support 
Mobilized resources by 
the policy 
How have empirical research and policy 
precedents been used in 
support/justification/production of the policy? 
What resources (intellectual, empirical, 
research, human, material) are mobilized by 
the policy? 
Implementation and Outcomes Issues 
Implementation 
strategies 
Allocation of policy  







Resources mobilized for 
policy 
Professional development 
mobilized for policy 





Policy adjustment on 
dominant logics and 
professional practice 
Practitioner ‘ideal’ for 
How is the policy ‘allocated’ and 
disseminated to its target population? 
What are the strategies for implementation? 
Will these strategies achieve the policy’s 
goals? 
Is this a material or symbolic policy? 
Is this a distributive or redistributive policy? 
Are adequate resources and professional 
development mobilized by the policy? 
Is there an evaluation strategy for the policy 
and its implementation? If so, is there an 
‘appropriate’ time-frame for evaluation? Who 
will conduct the evaluation? 
Does the implementation time-frame fit 
within the temporality of politics or that of 
professional practice? 
Have indicators been constructed for 
measuring policy effects and accountability? 
Are these relevant and appropriate? 
What is the reception given to the policy at 




Policy adjustment with 
other policies 
How does the policy fit with the dominant 
logics of professional practice? 
What is the implied ‘ideal professional 
practitioner’ in the policy? 
How does the policy fit with other policies at 
the implementation site? 




Symbolic or material 
outcome 
Interrelated results with 
other policies 
Policy Achievement 
Policy social justice 
effects 
What are the consequences of the policy, both 
short term and long term? 
What is the relationship between policy 
outputs and policy outcomes? 
Does the policy have unintended 
consequences?  
In whose interests does the policy actually 
work?  
Is this a significant material or symbolic 
policy in terms of outcomes?  
Has the policy had material effects or largely 
discursive ones?  
How does this policy fit with other cognate 
policies within education and across 
government?  
Will the policy achieve its goals and 
objectives? (Policy evaluated against its own 
goals and framework)  
What are the social justice effects of the 
policy? (Policy evaluated against some 
articulated ideal) 
(Rizvi & Lingard, 2010, pp. 54–56) 
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Appendix C: Criteria for Policy Performance Evaluation 
Type of Criterion General Description Question 
Effectiveness Refers to the principle that an 
alternative should promote the 
achievement of a valued 
outcome of action. 
 
Has a valued outcome been achieved?  
Efficiency Refers to the amount of effort 
required to produce a given 
level of effectiveness. 
 
How much effort was required to 
achieve a valued outcome?  
Adequacy Refers to the extent to which 
any given level of effectiveness 
satisfies a particular standard. 
 
To what extent does the achievement 
of a valued outcome resolve the 
problem? 
Equity Refers to the distribution of 
effects and effort among 
different groups in society. 
 
Are costs and benefits distributed 
equitably among different groups?  
Responsiveness Refers to the extent that a policy 
satisfies the needs, preferences, 
or values of particular groups. 
 
Do policy outcomes satisfy the needs, 
preferences, or values of particular 
groups?  
Appropriateness Refers to the value or worth of a 
program’s objectives and to the 
tenability of assumptions 
underlying these objectives. 
 
Are desired outcomes (objectives) 
actually worthy or valuable? 
(Dunn, 2011, pp. 196–203, 322) 
 
 
